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Abstract 
 
The Feelings and Emotions of Change:  A Study of 
the Affective Dimensions of Change in a 
Public Middle School 
 
The Elementary and Secondary Education Act (ESEA) reauthorization has been 
slow. Four entities within the United States have reacted by spearheading the development 
of new Common Core State Standards, and new state summative assessments. The Council 
of Chief State School Officers, and the National Governors Association standards, and the 
Smarter Balanced Assessments Consortium (SBAC), and the Partnership for Assessment 
of Readiness of College and Careers Consortium (PARCC), assessments. The state of 
California committed to these changes in 2010 and 2011 respectively (California Department 
of Education, 2013b). 
    The affective dimensions that are the result of change are part of the very fabric of 
every organizational entity, including schools.  These dimensions, including ultimately 
change resistance can lead to undermining, and possible failure of change initiatives 
(Coggshall, 2004; George, 1996; George & Brief, 1992; Jager, 2001; Sy, Cote, & Saavedra, 
2005). The site for this case study was a small, rural, California public middle school where 
the aforementioned systemic changes continue to occur. The study encompassed semi 
structured interviews of 12 teachers, artifact collection, and field notes. 
John Peter Petrone, Ed.D. (Candidate), 
Drexel University, May, 2015 
Chairperson: Ed Bureau, Ph.D.  
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“The conduct of schools, based upon a new order of conception, is so much 
more difficult than is the management of schools which walk the beaten path” 
 
– John Dewey 
 
 
 
 
 
  “Progress is impossible without change, and those who cannot change    
their minds cannot change anything.” 
 
                                          ― George Bernard Shaw 
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Chapter 1: Introduction to the Research 
 Introduction to the Problem 
 The Elementary and Secondary Education Act (ESEA) reauthorization has been 
slow. Four entities within the United States have reacted by spearheading the development 
of new Common Core State Standards (CCSS), and new state consortium summative 
assessments. The Council of Chief State School Officers, and the National Governors 
Association led the development of the CCSS, and the Smarter Balanced Assessments 
Consortium (SBAC), and the Partnership for Assessment of Readiness of College and 
Careers Consortium (PARCC), were instrumental in developing the assessments. The state 
of California committed to these changes in 2010 and 2011 respectively (California 
Department of Education, 2013b).  
Change, specifically as it applies to schools, has been described as an affective-
loaded process that has the potential to arouse feelings of insecurity, as well as 
nervousness, within the context of a school setting (Fullan, 2010). These affective 
dimensions of change are often evidenced in educators, who are directly or indirectly 
responsible for implementing changes (Evans, 1996).  When and if these affective 
processes manifest in the form of resistance, serious ramifications for the change process 
can occur. Change resistance along with various affective dimensions can disrupt, even 
completely stymie, the changes being implemented in the educational setting (Achinstein, 
& Ogawa, 2006; Bovey & Hede, 2001).  Specifically, affective dimensions, and resistance 
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generally, can affect the morale and job performance of the teaching workforce, which in 
turn can negatively impact student success (Nyakundi, 2012). 
Statement of the Problem to Be Researched 
 
The affective dimensions of change experienced by teachers may lead to change 
resistance, undermine moral and, ultimately, lead to the failure of associated seminal 
change initiatives. 
Purpose and Significance of the Problem 
 
The purpose of this bounded case study was to first, identify the significant 
affective dimensions being experienced by teachers tasked with the implementation and 
utilization of the Common Core State Standards (CCSS), and the Smarter Balanced 
Assessment (SBA). Second, explore the origins of and how negative affective 
dimensions and change resistance are impacting the change, and identified possible 
actions or interventions that may help mitigate change resistance. 
The California Department of Education adopted the Common Core State 
Standards on August 2, 2010; As of this writing the CCSS for math and English Language 
Arts (ELA) have been fully adopted, and in place as the education standards for the State of 
California (California Department of Education, 2013b). Moreover, the state has joined the 
Smarter Balanced Assessment Consortium, which has resulted in the replacement of the 
current California Standards Test (CST) for math and ELA.  The new assessment is, in part, 
based on the CCSS and significantly changes the state assessments in both content focus 
and delivery methodology. These adoptions of new standards and assessments have 
triggered a continuing wave of systemic change in the public education system of 
California, as well as the nation, as 44 other states have adopted the CCSS and these new 
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consortium based state assessments. The sheer scope and weight of these systemic 
changes in the nation’s public schools are requiring teachers, administrators, and other 
stakeholders to collaboratively work toward successful adoption and implementation of 
these systemic changes.   
The impetuses for these systemic changes in public education, originated 
within the proposed reauthorization of the Elementary and Secondary Education Act 
(ESEA). The ESEA, originally passed in 1965 and last significantly revised in 2002, 
is slated for reauthorization (Michelman, 2012). The pace of the ESEA reauthorization 
process has been deliberately slow primarily due to the ever present politicization of the 
process, and to accommodate numerous changes and constant revisions by the Senate 
education committee.  Elements of the revised content were in part, the motivation for 
the expedited adoption of the Common Core State Standards. The revised content and 
standards also necessitated changes in the high stakes tests which are currently being 
implemented by the Smarter Balanced Assessment Consortium (SBAC) and The 
Partnership for Assessment of Readiness for College and Careers (PARCC). 
The adoption of the CCSS by 44 of the nation's 50 states has essentially created 
national alignment of math and ELA standards.  State membership in either the SBAC or 
PARCC has resulted in the replacement of most existing high stakes state assessments in 
math and ELA.  This significant systemic changes currently have and for the foreseeable 
future, will, continue to impact hundreds of thousands of U.S. public schools, and their 
stakeholders. Districts and their school sites across the nation have begun in earnest to 
attempt to re-evaluate and develop new curricular initiatives, and delivery methods to adapt 
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to these seminal educational changes. Lincoln Middle School (a pseudonym) , and 12 of its 
teachers, the participants of this study, are currently immersed in these ongoing changes. 
The State of California became part of these nationwide systemic changes when it 
adopted the CCSS in August of 2010, for implementation in the 2013-2014 academic 
year. California’s participation in the changes expanded with its membership as a 
 
Governing State of the SBAC in June, 2011, with the first official assessments beginning in 
 
March, 2015. California's adoption of these systemic changes has already impacted most 
schools and will continue to impact the state’s approximately 10,221 public k-12 schools as 
well as their stakeholders (California Department of Education, 2013b). 
The need to examine the overall organizational change process in regards to the 
adoption and utilization of the CCSS and the SBA is arguably significant to student success 
within the nation’s public education system.  It is imperative that schools are successful 
while utilizing these new standards and assessments so student achievement is not 
negatively impacted. By investigating affective dimensions experienced by teachers at a 
California public middle school undergoing these systemic changes, it is hoped that the data that 
has been collected in this study may shed some insight into how to mitigate the effect of negative 
affective dimensions, and change resistance, thusly improving the likelihood of student and teacher 
success. 
Research Questions 
 
Three research questions guide this bounded case study of the affective 
dimensions being experienced by teachers at a small rural California public middle 
school, which will be referred to throughout this study as ‘Lincoln Middle School’, a 
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fictitious name to preserve confidentiality, who are tasked with the utilization of the CCSS 
and the SBA. 
1.   What specific affective dimensions are being experienced by teachers tasked with 
implementing the adoption of the CCSS and the SBA, at Lincoln Middle School? 
2.   What are the challenges teachers experience when tasked with 
implementing changes in curriculum and assessment? 
3.   What actions or interventions could be implemented to counter the likelihood 
that these affective dimensions may manifest or have manifested into change 
resistance? 
 
Conceptual Framework 
 
   Three research streams are the focus of this bounded case study: (a) organizational 
change, (b) affective dimensions associated with change, and (c) resistance to change (see 
Figure 1).  The conceptual framework first triangle illustrates the initial desired linear 
progression of seminal change initiatives in public education (CCSS, SBA). The second 
triangle illustrates the affective dimensions experienced by teachers that have begun to 
upset the linear flow (note the uneven directional arrow). The third triangle illustrates these 
affective dimensions have manifested into change resistance, which have the potential to 
hinder or reverse the change initiative (note the uneven dual direction flow arrow). 
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 Figure 1.  Linear flow of change 
  
 
Organizational change is a topic rich in scholarly investigation. For the purpose of 
this bounded case study, the focus will be on two seminal theories of organizational 
change: (a) Kurt Lewin`s (1947) three-step model of change and (b) organizational learning 
theory.  Social scientists attribute the foundation of applied behavioral science (in the forms 
of action research and planned change models) to Lewin (Edward & Montessori, 2011).   
Lewin’s background as both a physicist and social scientist was helpful in 
explaining his organizational change model, which he likened to changing the shape of a 
block of ice (Weick & Quinn, 1999). Lewin maintained that a successful change project 
involved the three steps of unfreezing, moving (or sometimes referred to as changing), and 
refreezing. Lewin espoused that many change efforts succumb to short lividness due to in 
part the efforts are not disseminated with the overall objective clearly defined.   
A change towards a higher level of group performance is frequently short-lived, 
after a “shot in the arm”, group life soon returns to the previous level. This 
indicates that it does not suffice to define the objective of planned change in group 
performance as the reaching of a different level. Permanency of the new level, or 
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permanency for a desired period, should be included in the objective. (Lewin, 1947, 
pgs. 340-344) 
Consistent with Vygotsky (1978) and Dewey (1916), Lewin understood learning—
at both the individual and group level—as a social process, “Many social habits are 
anchored in the relation between the individuals and certain group standards” (Lewin, 
1947).  Lewin perceived successful change as a group activity, “because unless group 
norms and routines are also transformed, changes to individual behavior will not be 
sustained” (Burnes, 2006, pg. 143).  In addition to Lewin’s three-step model of change, 
organizational learning theory is appropriate for this study because, it addresses both 
individual and group learning processes. 
Referencing the research literature on organizational learning, Coggshall (2004) 
summarized it as “a body of thought that attempts to describe processes of collective 
learning” (pg. 5).  Coggshall focused her research of the phenomenon specifically to the 
educational literature, arguing that individual and organizational learning are “crucial to the 
successful implementation of SBR [standards-based reform]” (pg. 4).  Her application of 
organizational learning theory to standards-based reform is especially relevant to this 
present study of a middle school undergoing changes related to the adoption of new state 
standards and the assessment of such.  Of particular note is Coggshall’s claim that 
standards-based reform initiatives can potentially undercut trust and risk-taking among 
teachers (pg.5).  It is the researcher`s opinion that based on the literature reviewed, the 
accountability environment created by SBR might cause teachers to not feel supported or 
safe; such feelings are part of the affective dimensions of change that could potentially 
undermine a change initiative. 
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In order to gain a well-rounded perspective on research involving affective 
dimensions generally, and their effects on change specifically, a fundamental knowledge of 
their physiological origins will be addressed. Neuroscience has made great strides in 
determining what are the perceived areas of the brain where these affective dimensions 
originate. Two prominent hypotheses have dominated this area of neuroscience, the 
Psychological Constructionist Hypotheses of Brain – Emotion Correspondence, and the 
Locationist Theory of Brain-Affect Connection. Whichever hypotheses is subscribed to, it 
is important to possess a fundamental knowledge how these dimensions emanate from the 
brain and directly influence the change process in some form. 
The research literature on the affective dimensions of change has shown the 
profound effects these dimensions can have on overall change outcomes.  Emotions and 
feelings in all forms are a part of human nature and as such a part of the very fabric of every 
organizational entity (George, 1996).  Beyond individual personality traits that exist in 
organizational entities, workers also tend to share their affective dimensions with other 
coworkers, which in an atmosphere of change can prove extremely difficult for change 
leaders to manage (George, 1996; George & Brief, 1992; Sy, Cote, & Saavedra, 
2005). The third research stream, change resistance, can potentially result from affective 
factors that may hinder adaptation of the change initiative. 
Change resistance is considered a highly complex affective process. Resistance in 
the negative form is a real and present danger to any organizational entity attempting 
meaningful change (Jager, 2001), especially a school organization embarking on the 
“gargantuan” system of standards-based reform, inclusive of the standards, assessment, 
professional development, and accountability measures (Coggshall, 2004, pg. 1).  Moreover, 
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the ramifications of a failed change effort within a school setting can have far-reaching 
repercussions for all educational stakeholders (Evans, 1999; Fullan, 2002).  While research 
has shown that positive resistance can also occur, this study will focus on the more common 
negative aspects of change resistance (Piderit, 2000). 
Researcher Stances and Experiential Foundation 
 
As a student of history and political science, former teacher of social science, and 
current high school principal for the last eleven years, it is the tendency of this researcher 
to look at behavioral norms primarily through the lens of social constructivism and 
pragmatism. 
Social constructivism is a learning/behavioral theory developed by several scholars 
including psychologist Lev Vygotsky (1978).  Essentially, Vygotsky’s social constructivism 
is based on the interchange of an interpersonal process and an intrapersonal process. 
Vygotsky described how this interchange process works: “Every function in the child’s 
cultural development appears twice; first, on the social level, and later, on the individual 
level; first, between people (interpsychological), and then inside the child 
(intrapsychological)” (pg. 57).  Vygotsky’s (1987) concept of the zone of proximal 
development emphasizes this relationship between social and individual processes in that 
“what the child is able to do in collaboration today he will be able to do independently 
tomorrow” (pg. 211). In the classroom, elements of Vygotsky`s concept have been 
witnessed firsthand by observing how students interact when placed in a group learning 
environment and then separated for individual work.  
Vygotsky espoused that social interaction between an individual with a more 
knowledgeable other (MKO) plays a major role in cognitive development. That once an 
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individual is on the verge of reaching independent learning as determined by the MKO, the 
individual has reached the zone of proximal development (ZPD). An individual at this level 
of learning requires some scaffolding by the MKO, and then in turn the MKO can then 
withdraw (fading) as the independent learning takes hold (Kim, 2001). This concept is well 
demonstrated when practitioners place students with demonstrated abilities alongside 
students with yet to be learned abilities, and then observe the independent learning of the 
later that results from the interaction. It is important to note that Vygotsky’s concept proof 
is not limited to peer to peer interaction, but also is demonstrated within teacher-student 
interaction as well. 
The philosophical tradition of pragmatism can be traced to Aristotle and was 
established in the U.S. around 1870 under what is referred to as the “classical pragmatists,” 
Charles Peirce, William James, and John Dewey.  It was Dewey, however, who applied 
pragmatism to educational philosophy (Gutek, 2011).  Like Vygotsky, 
Dewey (1916) recognized the role of both the social and individual aspects of education. 
Central to his philosophy of education was the pragmatic belief that “teaching methods 
focus on hands-on problem solving, experimenting, and projects, often having students 
work in groups” (Cohen, 1999). 
Practitioners such as this researcher have experienced and observed in others, 
affective dimensions manifesting in both positive and negative ways.  As an educator, 
mental models have been formed from early experiences as a middle/high school social 
science teacher, through the current role as a high school principal.  During these years, 
observations and participatory experiences of educational curricular and instructional 
changes have led to personal observations of these affective dimensions at work. During that 
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time period, the various changes were primarily focused around George W. Bush's No Child 
Left Behind (NCLB) legislation and the more recent adoption of the CCSS and the SBAC 
assessment initiatives. 
Throughout these reform efforts to improve public education, this researcher has 
witnessed affective processes at work, as various changes have been instituted in the past 
and continuing.  These emotions have seemed to, either directly or indirectly, help and/or 
hinder the change process, and as such have significantly impacted the success or failure of 
various change initiatives.  The educational changes presently underway nationwide to 
implement the CCSS and the SBAC initiatives, too, have evoked affective responses among 
those educators responsible for implementing them, including the teachers and 
administrators at Lincoln Middle School in California. 
Definition of Terms 
 
Affect.  “Affect is the thing you display (emote) or experience (feel) toward an 
object or situation, any day of your life whether you are moody or not” (Damasio, 1999, 
pg. 342). 
California Standards Test (CST).  The California Standards Tests (CSTs) are 
assessments for California public schools and are aligned to the current state content 
standards.  All students in grades two through eleven take the CSTs for the subjects listed 
for their grade. The current version of the CST in English Language Arts and math is slated 
to be replaced by the Smarter Balanced Assessment, which is aligned with the newly 
adopted Common Core State Standards, by 2014-2015 (California Department of 
Education, 2013a). 
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Change fatigue.  Change fatigue is characterized as passive resignation derived 
from exposure to multiple change initiatives over time.  It is a general sense of apathy 
towards organizational changes.  Individuals with change fatigue have neither the energy to 
defend the status quo nor enough interest to move through the change process (Turner, 
2012). 
Change resistance.  Change resistance can be any cognitive and/or affective- 
driven conduct that serves to maintain the status quo in the face of pressure to alter the 
status quo.  Change resistance most often manifests itself in the form of a behavior, an 
emotion, or a belief (Zaltman & Duncan, 1977; Pederit, 2000). 
Common Core State Standards (CCSS).  Common Core State Standards are the 
K-12 common state academic standards in English language arts (ELA) and math currently 
adopted by 45 states. The CCSS were adopted by the State of California to 
replace its current standards by 2014-2015 (California Department of Education, 2013b). 
 
Emotions.   Emotions are publicly observable responses that are observable in 
terms of changes in the body’s chemical profile; internal organs; and the muscles of the 
face, throat, trunk, and limbs (Damasio, 1999). 
Elementary and Secondary Education Act (ESEA).  The ESEA is the principal 
federal law affecting K-12 education.  When the ESEA of 1965 was reauthorized and 
amended in 2002, it was renamed the No Child Left Behind (NCLB) Act.  In 2009, the 
program was again referenced as the Elementary and Secondary Education Act.  It is 
currently up for re-authorization by Congress with significant revisions (Garland, 2013). 
Feelings.  Unlike emotions that are observable by changes in the human body, 
feelings are the “private, mental experience of an emotion” (Damasio, 1999, pg. 42). 
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Mood.  Unlike emotions that can be displayed in burst or wave-like patterns, 
moods “tend to become fairly frequent or even continuous over long periods of time” 
(Damasio, 1999, pg. 341). 
No Child Left Behind (NCLB).  The NCLB is the 2002 reauthorization of the 
 
Elementary and Secondary Education Act of 1965 and represents a sweeping change in 
 
the federal government’s role in local public education. “The NCLB’s primary goal is 
for all public school children to be proficient or above in reading and mathematics by 
2013-2014. Title I schools that do not meet certain student achievement standards face 
sanctions under this law” (Garland, 2013). 
Organizational change.  Organizational change is an empirical observation in an 
 
organizational entity of variations in shape, quality or state over time (Van de Ven & Poole, 
1995), after the deliberate introduction of new ways of thinking, acting and operating 
(Schalk, Campbell, & Freese, 1998).  The general aim of organizational change is an 
adaptation to the environment (Leana & Barry, 2000) or an improvement in performance 
(Boeker, 1997). 
Partnership for Assessment of Readiness for College and Careers (PARCC). 
The PARCC is a consortium of 22 states plus the United States Virgin Islands working 
together to develop a common set of K-12 assessments in English and math, anchored in 
what it takes to be ready for college and careers. Collectively, the states in PARCC educate 
about 24 million students (PARCC, 2013). 
Rigorous curriculum design (RCD).  Rigorous curriculum design is the process of 
designing a high-quality delivery system for ensuring that all students achieve the desired 
end—the attainment of their designated grade- or course-specific standards.  This 
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curriculum is founded upon the intentional alignment between standards, instruction, and 
assessment (Ainsworth, 2010). 
Smarter Balanced Assessment Consortium (SBAC).  The SBAC is a state-led 
consortium working to develop next-generation assessments that accurately measure student 
progress toward college- and career-readiness. Smarter Balanced is one of two multistate 
consortia awarded funding from the U.S. Department of Education in 2010 to develop an 
assessment system aligned to the Common Core State Standards (CCSS) by the 2014-2015 
school year.  Currently 29 states have joined the SBAC (Smarter Balanced Assessment 
Consortium, 2012). 
School improvement plan (SIP).  A SIP is a road map that sets out the changes a 
school needs to make to improve the level of student achievement and shows how and when 
these changes will be made (Education Improvement Commission, 2000). 
21st-century skills.  This is a term defined by Partnership for 21st-Century Skills 
(2012) and often associated with the Common Core State Standards Initiative.  It is defined 
in part as students graduating with the ability to effectively engage in critical thinking, 
creativity (problem solving), communication, and collaboration. 
Assumptions and Limitations 
 
A number of assumptions are made about this bounded case study.  First, although it 
is acknowledged that this researcher is a “back yard researcher”, it is assumed that 
interviewees have responded as honestly as possible within the framework of this study to 
all the interview questions.  It is also assumed interviewees were able to answer the 
questions concisely based on their past and continuing experiences in public education. 
Note, 10 of the 12 interviewees had an average of 16.1 years as public school educators. 
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With this case study,  the systemic changes occurring at Lincoln Middle School and 
it is reasonable to assume, other public schools, are an affective loaded process (Fullan, 
2010), and that amongst those processes are passive and active affective-driven resistance 
(Hultman, 1995). 
In terms of limitations, this bounded case study was limited to 12 teachers (one a 
former administrator) within a single rural public middle school, which was the research 
site.    It is acknowledged that 12 educators within a public middle school is a limited 
number; therefore there is hesitancy to assume that the results of this case study may be 
generalized to other educational sites.  However, it is believed that the affective processes 
experienced by the educators participating in this study can have application to other 
educators at other sites experiencing change and may prove useful comparatively (Fullan, 
2010). Given the nature of this bounded case study, this specific limitation was not 
considered a significant limiting factor going forward.  
The assumption that all interviewees answered all interview questions honestly is in 
part due to their confidentiality being fully articulated to each participant within the 
parameters of this study. All applicable protocols to protect study subjects, and maintain 
confidentiality as expressed within the Drexel University Human Research Protection Plan 
(HRP-101), Human Research Investigator Manual (HRP-103), Informed Consent Process 
for Research, (HRP-090), and other related university and departmental documents was 
utilized. The interviewees were able to answer all questions as these questions focused on 
their experiences as teachers undergoing the aforementioned systemic changes. Further it 
was assumed that these teachers undergoing these changes were experiencing as described 
an “affective loaded process” (Fullan, 2010). 
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. 
Summary 
  
As discussed prior, change, specifically as it applies to schools, was described as an 
affective-loaded process that has the potential to arouse feelings of insecurity, as well as 
nervousness, within the context of a school setting (Fullan, 2010). These negative affective 
dimensions generally, and specifically when these affective dimensions manifest in the 
form of resistance, serious ramifications can occur. Change resistance along with other 
singular negative affective dimensions can disrupt, even completely stymie, the changes 
being implemented in the educational setting (Achinstein, & Ogawa, 2006; Bovey & Hede, 
2001). As all of the study participants at Lincoln Middle School are undergoing such 
changes, it is assumed all are experiencing some level of affective dimensions. 
Organizational change systems focused on for the purpose of this study are Kurt 
Lewin`s three step change theory, and organizational learning theory. Lewin looked at 
change as a static process of unfreezing, moving (changing), and refreezing. Organizational 
Learning Theory discusses change from the belief that change is an ongoing process not so 
much a static process as espoused by Lewin. While attribution of this theory cannot be 
leveled at any one individual, this theory's initial and continuing popularity can be traced to 
Karle Weick`s (1969) The Social Psychology of Organizing,  and  Peter Senge’s (1990) 
organizational learning text, The Fifth Discipline (Zemke, 1999). 
When looking specifically at the affective dimensions of change it is this 
researcher’s belief that it is important to understand the physiological origins of affective 
dimensions. Neuroscience has made great strides in determining what areas of the brain 
where these affective dimensions originate. Two prominent hypotheses have dominated this 
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area of neuroscience, the Psychological Constructionist Hypotheses of Brain – Emotion 
Correspondence, and the Locationist Theory of Brain-Affect Connection. Whatever 
hypotheses is subscribed to, the research literature on the affective dimensions of change 
has shown the profound effects these dimensions can have on overall change outcomes. 
When these affective dimensions by themselves and certainly when they manifest 
within the change environment into change resistance, the very sustainability of the change 
imitative is at stake. Resistance in the negative form is a real and present danger to any 
organizational entity attempting meaningful change (Jager, 2001), especially a school 
organization embarking on the “gargantuan” system of standards-based reform, inclusive of 
the standards, assessment, professional development, and accountability measures 
(Coggshall, 2004, pg. 1).These are fundamental points as negative affective dimensions  generally and 
change resistance specifically have been identified as vitally significant factors in the failure of 
“many well-intended and well-conceived efforts to initiate change within an organization” (Piderit, 
2000, pg. 783). 
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Chapter 2: LiteratureReviewIntroduction 
This review of literature focuses on the three research streams of organizational 
change, affective dimensions of change, and change resistance.   
 
   Figure 2. Linear flow of change 
Schools are as expressed by the literature as a type of organization. The study 
participants selected for this research were 12 teachers undergoing systemic changes at a 
public middle school. The teachers at the study site are employees in this organization 
experiencing the affective dimensions of the systemic changes they are undergoing. The 
literature shows that negative affective dimensions can manifest into the highly complex 
process of change resistance. According to the literature, these negative affective 
dimensions and outright change resistance influences can result in the complete failure of 
the initiatives being undertaken. 
Organizational Change 
 
Organizational change is an empirical observation within an organizational entity of 
variations in shape, quality or state over time (Van de Ven, & Poole, 1995), which occurs 
after the deliberate introduction of new ways of thinking, acting, and operating (Schalk, 
Campbell, & Freese, 1998). The overall aim of organizational change is adaptation to the 
new environment (Leana & Barry, 2000) or improvement in performance (Boeker, 1997).  
Simply stated, organizational change occurs when an entity engages in efforts to improve 
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itself in response to external and/or internal motivational forces. Such was the case of the 
central focus of this study. 
The literature on organizational change is voluminous. The literature's scope is as 
broad as it is deep.  For the purpose of this study, the focus was on two of the many seminal 
organizational change approaches that are grounded in modern (Lewin’s three-step 
change model) and postmodern organizational learning theory thought.  
 
Arguably, Lewin’s (1947) work has significantly impacted the field of applied 
behavioral science (Burnes, 2006).  His main interests were to employ behavioral change 
processes to resolve social conflict.  Whether addressing conflicts at the organizational or 
the larger societal levels, Lewin identified two requirements for success: 
1.   To analyze and understand how social groupings were formed, motivated, and 
maintained. To do this, he developed both field theory and group dynamics. 
2.   To change the behavior of social groups.  The primary methods he developed 
for achieving this were action research and the three-step model of change. 
(Burnes, 2006, p. 143). 
This present study’s focus was limited to the three steps of Lewin’s model of change 
unfreezing, changing (or moving), and refreezing (see Figure 2), and organizational learning 
theory` s continuous loop of scanning, interpreting, and learning (see figure 3). 
Lewin`s Three Step Model 
The context of this study was to examine the overall change process as experienced 
by educators at Lincoln Middle School as the school adopted and implemented the CCSS 
and the SBAC. The first step of Lewin’s (1947) change model (see figure 2.) as applied to 
this study was to look at the destabilizing (unfreezing) the old behaviors associated with the 
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previous state standards and assessment in order that the old behaviors can be discarded 
(unlearned) and new behaviors successfully adopted, refreeze, (Burnes, 2006).
 
Figure 2. Lewin's three-step model of change, Schein (1995).  
 
Lewin perceived the second step as enabling “groups and individuals to move 
[change] from a less acceptable to a more acceptable set of behaviors” (Burnes, 2006, p. 
142).  During this second step, Lincoln Middle School teachers and administrators tasked 
with implementing the new CCSS and SBAC began to move from designing and delivering 
instruction for math and ELA according to the old state standards and assessments, and 
ideally begin embracing practices based on the new standards and assessments. Lewin 
recognized the need to reinforce the new behaviors, which is the aim of the third step of 
refreezing, which “seeks to stabilize the group at a new quasi-stationary equilibrium in 
order to ensure that the new behaviors are relatively safe from regression” (Burnes, 2006, 
pg. 143). 
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Lewin’s (1947) change model is based on five certain assumptions.  First, change is a static, 
linear activity in that it moves from one stage to another. Second, change is in a constant 
state of developing toward a desired objective, initiating disruption of the current status. The 
third assumption is that change is premeditated. Fourth, organizational change often is 
precipitated by a failure within the organization. Lastly, change is considered uncommon 
because it is sporadic and intermittent until the organization returns to a state of stability 
(Marshak & Grant, 2008). In the context of this study the former can be applied to the belief 
that the necessity to revise the original ESEA was based on the perceived failure of the 
original act and hence the need for significant revisions. Lewin's model portrays 
organizational change as a process of moving from one stable situation to another, 
embodying the struggle between reality at hand and what is expected (Galloway, 2007). 
Lewin`s model has shown an ability to remain relevant and in concurrence with regards to 
more recent change scholars. Kotter`s 8-Step Process for Leading Change is arguably a 
more complex depiction of Lewin`s basic change model, and in fact expounds on the ideas 
of Lewin (Kotter & Cohen, 2002). However for the purpose of this study, Lewin`s original 
3-step model will be referenced.  
A more modern organizational change theory that diverges significantly from Lewin's 
(1947) model is the organizational learning theory (see Figure 3.). 
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Figure 3. Organizational learning theory, Zahller (2011). 
 
The terms “organizational learning” and “learning organizations” are often conflated 
in the educational literature, both of which Burnes maintains are useful when “thinking 
about learning in school organizations” (pg. 5).  Therefore, both ways of thinking about 
learning in schools are used in this present study.  First, Burnes defined organizational 
learning as “a body of thought that attempts to describe processes of collective learning” (p. 
5).  Burnes then drew from the work of Senge to define learning organizations as places 
where “people continually expand their capacity to create the results they truly desire, where 
new and expansive patterns of thinking are nurtured, where collective aspiration is set free, 
and where people are continually learning to see the whole together” (Senge, 1990, pg. 3).   
While attribution of this theory cannot be leveled at any one individual, this theory's 
initial and continuing popularity can be traced to Karle Weick`s (1969) The Social 
Psychology of Organizing, and Peter Senge’s (1990) organizational learning text, The Fifth 
Discipline (Zemke, 1999). Senge’s text is credited with having sparked a wave of recent 
scholarly inquiry into organizational theory, which continued throughout the 1990s and into 
the 2000s (Easterby-Smith, Crossan, & Nicolini, 2000). 
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Organizational learning theory differs from Lewin’s (1947) on a number of points 
(see figure 3.).  Most significantly, Lewin’s theory is deliberate and steady.  There exists a 
static situation that is first unfrozen and then refrozen into a new form; scholars refer to this 
process as episodic change (Weick & Quinn, 1999).  Driven by globalization and its 
accompanying speed and complexity of change, organizations embraced organizational 
learning theory’s ability to adjust quickly to these dynamic characteristics. This second 
type of change is referred to as continuous change, which essentially replaces Lewin’s 
metaphor of changing the shape of a block of ice (unfreeze-change-refreeze) to freeze- 
rebalance-unfreeze (pg.366).  Weick and Quinn compared episodic change and continuous 
change in five key areas: (a) metaphor of organization (pg.367), (b) analytic framework 
(pg.368), (c) ideal organization (pg.370), (d) intervention theory (pg. 371), and (e) role of the 
change agent (pg.373). The main aspects of organizational learning theory can be 
illustrated into four major points, scanning or data collection, interpretation or meaning 
given to the data, with feedback solicited during the interpretation aspect, and learning, 
that is the action taken after the first three aspects have been addressed.(see Figure 3.) 
Whereas the guiding metaphor of organizations adhering to episodic change is 
drawn from the physics’ law of inertia (resisting acceleration), the organization functioning 
in a state of continuous change is likened to complex science in that organizations are 
emergent and self-organizing. Those organizations functioning in accordance with the 
guiding principles of episodic change experience change as “infrequent, discontinuous, and 
intentional”; conversely, those organizations in a state of continuous change experience 
change as “evolving and cumulative” (pg. 370). 
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The perspective of the analytic framework of episodic change is macro (distant and 
global), unlike the micro perspective (close and local) of the continuous change framework 
(Weick & Quinn, 1999).  The episodic framework emphasizes short-run adaptation, while 
the continuous framework emphasizes long-run adaptability. For the organization 
experiencing episodic change, the reality is one of an occasional externally driven 
interruption (or divergence) from equilibrium; the change tends to be dramatic as 
it is perceived as “a failure of the organization to adapt its deep structure to a changing 
environment” (pg. 370).  Rather than being perceived as an organizational failure to adapt, 
the organization functioning in continuous change experiences change as “a pattern of 
endless modification in work processes and social practice” (pg. 369). In other words, 
change is driven by two factors—organizational instability and attentive response to daily 
contingencies.  
Persons working within both an episodic-change environment and a continuous- 
change environment perceive the ideal organization as one that “is capable of continuous 
adaptation” (Weick & Quinn, 1999, p. 366).  In the episodic-change setting, change is 
necessary and intentional, akin to Lewin’s (1947) change model (unfreeze-change- refreeze) 
such that it is “linear, progressive, goal seeking, motivated by disequilibrium, and requires 
outsider intervention” (pg. 366). The continuous-change setting, however, is Confucian in 
nature (freeze-rebalance-unfreeze)—“cyclical, processional, without an end state, 
equilibrium seeking, eternal” (pg. 366). In other words, the organization functioning from a 
continuous change framework is redirecting “what is already under way” (p. 370).  Lastly, 
the role of the change agent in an episodic-change framework and or organizational 
learning environment is that of the prime instigator of change.  This change agent is intent 
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upon changing mental models and as such, “speaks differently, communicates alternative 
schema, reinterprets revolutionary triggers, influences punctuation, and builds coordination 
and commitment” (pg. 374).  The continuous change agent, however, takes on the role of 
the sense maker whose job it is to redirect change.  This second change agent “alters 
meaning by new language, enriched dialogue, and new identity”; moreover, this agent is 
intent upon unblocking “improvisation, translation, and learning” (pg. 374). An 
organization functioning under this perspective constantly collects, analyzes data, and then 
acts on it in a never ending loop (Weick & Daft, 1983). 
There is a distinct likelihood that stakeholders within the framework of this study indeed 
are experiencing episodic and continuous change. The episodic changes of instituting the 
CCSS and SBA from outside entities are requiring daily continuous changes and 
adaptations at the site level. This is an important point as this scenario likely induces 
ambivalent affective reactions. Some employees may simultaneously hold strong, yet 
conflicting, views about the change (Oreg & Sverdlik, p.337, 2011). 
To be successful in a global society, organizations must obtain and apply increasing 
amounts of knowledge in order to create the changes essential to remaining competitive 
(Burnes, Cooper, & West, 2003; Chawla & Renesch, 1995; Lam, 2000). Many in the United 
States have embraced this theory as it pertains to public education. 
  A critically important factor resulting from globalization is competition, which is 
driving organizations to embrace organizational learning theory.  Economic infiltration into 
Western economic markets by Japanese corporations in the 1970s and 1980s, and later by 
Korean organizations, is evidence of these corporations’ capability of undergoing rapid 
internal change.  This organizational capability has attracted the attention of numerous 
43  
 
organizational change scholars.  What these researchers discovered was that the Japanese 
possess an uncanny ability to quickly analyze a market and produce a desired product at 
precisely the right time, which is in no small part due to their ability to utilize the principles 
of organizational learning theory (Burnes et al., 2003; Thomsen & Hoest 
2001). 
 
In summation organizational change was addressed through an examination of two 
seminal approaches—Lewin’s (1947) three-step change model and organizational learning 
theory, also known as organizational information theory, as proffered by numerous scholars 
including Karl Weick (1979).  Lewin’s three-step model is aimed at changing the behaviors 
of social groups, including businesses and educational organizations. The 
three steps are linear in nature with the intent of first unfreezing old behaviors in order 
that they can be discarded and new behaviors can be successfully adopted (Burners, 
2006).  
In the case of this study, the old behaviors are associated with previous state 
standards and assessments for math and ELA, and the new behaviors are related to the 
recently adopted CCSS and the SBAC.  The second step involves change in the sense of 
moving people toward the new desired behavior, and the third step entails reinforcing the 
new behaviors by refreezing them in order to stabilize the group or organization in a new 
quasi-stationary equilibrium and prevent regression to the old behaviors (Burnes, 
2006). The assumptions upon which Lewin’s three-step change model are based were 
discussed before attending to the second approach of organizational learning theory. 
The tenets of organizational learning theory were compared with those of Lewin’s 
(1947) three-step change model, presenting the perspectives of a continuous change 
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framework (organizational learning theory) and an episodic framework (Lewin’s model). 
Weick espoused in part that organizational learning theory consists of a three part 
continuous feedback loop of data being collected, data given meaning, and action taken 
based on that meaning (Weick & Daft, 1983).  Senge’s (1990) application of the learning 
organization factored prominently in the discussion as well.  
No matter what organizational theory is subscribed to, arguably the one constant 
that is always present within organizational structures are the affective dimensions 
exhibited by the workers and leaders contained within these organizations. When these 
organizations such as the study site, Lincoln Middle School, undergo systemic change, 
these affective dimensions can have an adverse effect on change outcomes (Achinstein, & 
Ogawa, 2006; Bovey & Hede, 2001; Piderit, 2000). 
 
Affective Dimensions of Change 
 
To gain a better understanding of the origins of the affective dimensions associated 
with change, it is advisable to examine empirical research in the fields of neuroscience and 
cognitive neuroscience.  As Panksepp and Watt (2011) explained, terminology related to 
the affective domain is confusing; therefore, clarification of key terms is needed.  For the 
purpose of this study, cognitive neuroscientist Damasio’s (1999) definitions of emotion, 
mood, feeling, and affect are used generally..  According to Damasio, emotions are publicly 
observable responses (e.g., anger, worry, fear, surprise, disgust, sadness, happiness). These 
responses are observable in terms of changes in the body’s chemical profile; internal 
organs; and the muscles of the face, throat, trunk, and limbs.  Whereas emotions can be 
displayed in burst or wave-like patterns, moods “tend to become fairly frequent or even 
continuous over long periods of time” (Damasio, 1999, p. 341).  Feelings, on the 
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other hand, are not observable to others; rather they are the “private, mental experience of an 
emotion” (Damasio, 1999, p. 42).  A person can perceive her own feelings, but another 
person cannot observe those internal feelings.  Lastly, “Affect is the thing you display 
(emote) or experience (feel) toward an object or situation, any day of your life whether you 
are moody or not” (Damasio, 1999, p. 342). 
There are two predominant theories in neuroscience that attempt to explain the 
origins of human affective dimensions.  First, the locationist theory asserts that “discrete 
emotion categories” consistently and specifically link to distinct brain regions.  Second, 
the psychological constructionist theory describes “distinct emotion categories” that 
emerge out of more common brain network pathways, merge together, and then emerge as 
the affective processes of emotions and feelings (Lindquist, Barrett, Bliss-Moreau,& 
Russell, 2006). 
A locationist explanation of affect accepts that the category emotion and individual 
categories such as happiness, fear, distrust, sadness, anger (and others) are valued by the 
body and brain.  Having valued meaning, these affective factors are designated to specific 
sectors of the brain.  The guiding theory undergirding this biological approach 
differentiates affect categories, referred to as states, from motivational features that drive 
perception and thought along with corresponding behaviors (Barrett, Ochsner, & Gross, 
2007).  Locationists assume these characteristics are biologically foundational and 
inherited and, therefore, cannot be broken down into more basic psychological 
components (Ekman & Cordaro 2011; Izard, 2011; Lindquist, Barrett, Bliss-Moreau,& 
Russell, 2006; Panksepp & Watt, 2011; see Appendix A). 
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A psychological constructionist explanation of emotion accepts that affective 
dimensions are psychological events emanating out of more basic psychological 
operations that are not specialized to emotion.  Psychological constructionists theorize 
that mental affects such as sadness, anger, and fear, are not distinguished by the brain 
(Barrett, 2009; Duncan & Barrett, 2007; Lindquist et al., 2011; Pessoa, 2008).  See 
Appendix B for a visualization of the constructionist approach. 
Essentially, constructionists believe that affective processes occur when basic 
psychological operations are common across diverse task areas of the brain.  That is, 
these elements emerge from multiple regions of the brain and “combine” and then surface 
 
in the form of more complex affective dimensions (Cole  & Schneider, 2007; Dosenbach et 
al., 2006; Lindquist, Barrett, Bliss-Moreau,& Russell, , 2006 , 2012; Smith et al., 2009; van 
Snellenberg & Wager, 2009; Wager & Smith, 2003). 
These two seminal neuroscience theories provide varying foundational views on 
the origins of affective dimensions.  Regardless of where they originate, the impact of 
these dimensions on organizations is real, as the varying emotions and feelings of people 
ultimately influence their internal thought processes, observable behaviors, and associated 
actions. While it is important to note that cognition plays a role in these processes as well, 
this study will focus on the affective dimensions and their influences on the change 
process (Weiss & Cropanzano, 1996).   
Organizational behavior is a scholarly area of inquiry that investigates how 
organizational entities influence the individuals who work for them and how these same 
individuals influence the organizations for which they work (Brief & Weiss, 2003).  More 
specifically, the research shows affective dimensions can directly influence your attitudes 
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towards change initiatives (work related event), and can manifest into potentially 
destructive affect driven behavior such as change resistance. Negative affective 
dimensions and ultimately change resistance can have adverse ramifications on the goals 
of an organization. In the case of this study, we have looked specifically at these affective 
dimensions while study participants are implementing the ongoing educational systemic 
changes at Lincoln Middle School (Weiss & Cropanzano, 1996; Beal, Weiss, & 
MacDermid, 2005).  
One of the seminal theories that emanates from the literature on affective 
dimensions and there effect on change is the Affective Event Theory. This theory in part 
establishes that employees react affectively to events that happen to them in the 
workplace, events such as systemic change, and that this influences their job performance 
and contentment. These affective reactions can lead to an employee`s negative (or 
positive) reactions dependent on an employee`s personality, and mood (Weiss & 
Cropanzano, 1996; Weiss & Beal, June 2005; Wegge, et al, September, 2006). 
In the case of educational reform, which was the impetus for the topic of this 
bounded case study, the ramifications of affective factors can have wide ranging effects 
(Achinstein & Ogawa, 2006). When negative affective processes manifest in the form of 
resistance, serious consequences can occur in the form of failed change efforts.  Change 
resistance can disrupt or completely stymie the changes being implemented, and in an 
educational setting, such resistance can have an adverse effect on student learning 
outcomes by negatively impacting the morale and job performance of the teaching 
workforce (Evans, 1989). 
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Coggshall (2004) referenced the work of Silins, Mulford, and Zarins (2002) to 
provide an example of how affective factors can hinder the success of an educational 
change initiative and lead to change resistance.  Based on their research of 
schools as learning organizations, Silins, Mulford, and Zarins developed an instrument for 
administering to teachers and principals, which was based on the seven constructs derived 
from their review of the non-educational literature. From the seven constructs, they 
developed a model of organizational learning for educational organizations that includes 
four factors: (a) a trusting and collaborative climate (Factor 1), (b) taking initiatives and 
risks (Factor 2), (c) a shared and monitored mission (Factor 3), and (d) professional 
development (Factor 4). 
Coggshall (2004) argued that organizational learning is critical to educational 
reform, specifically standards-based reform, which is especially relevant to this present 
study of a middle school undergoing changes related to the adoption of new state standards 
and the assessments in math and ELA.  Based on her analysis of Silins, et al.’s research 
findings (2002), Coggshall maintained that standards-based reform (SBR) could negatively 
impact two of the four factors of organizational learning for educational institutions: 
 
It [SBR] may undercut trust (Factor 1), as teachers’ professional commitment is 
implicitly viewed as lacking, and risk taking (Factor 2) may be discouraged if 
improved student achievement is not felt in a short timeframe. As Weick (2001) 
reminds us, ‘Norms of compassion encourage the vulnerability that is a 
precondition for learning; yet, organizations are often unsafe and devoid of 
compassion’ (pg. 210)…A climate of accountability may hinder organizational 
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learning if teachers do not feel safe to try new practices and open themselves to 
new experiences and new learning. (pg. 9) 
 
Coggshall’s conclusions emphasize the critical importance of considering teachers’ 
 observable emotions and hidden feelings when implementing standards-based reform in 
public schools. 
     Two theoretical perspectives from neuroscience were explored— the locationist 
perspective and the psychological constructionist perspective—to gain an understanding 
about the possible origins of human affective dimensions.  Lastly, the adverse 
ramifications of affective dimensions were discussed as they relate to systemic 
educational changes, the topic of this present study.  In the following section that deals 
with the third research stream of resistance to change, this predominantly adverse complex 
manifestation of affective dimensions is explored. 
 
Change Resistance 
 
This bounded case study investigated change at a public middle school in a rural 
area of California.  The literature suggests that systemic changes such as those related to 
the adoption of the CCSS and SBA at Lincoln Middle School have likely, and as the 
research has apparently born out, introduced affective dimensions to the process, which 
have in certain study subjects manifested into change resistance. This section addresses the 
third research stream of change resistance.  In addition to reviewing the research literature 
connecting affective dimensions to change resistance, the sub stream of overcoming change 
resistance will be discussed. 
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As stated prior, resistance is an affective loaded process.  However, some researchers 
argue that, although resistance is an affective process, cognition plays a significant role 
leading up to the emergence of resistance.  In other words, they believe that irrational ideas 
(cognition) are “positively correlated with behavioral intentions to resist change” (Bovey & 
Hede, 2001). Bovey and Hede support the concept that: when individuals in an organization 
are faced with the initial impact of change (perception), they will likely experience a series 
of “irrational thoughts,” the cognitions.  These thoughts then lead directly to the affective 
dimension of resistance (see Figure 4). 
 
 
 
Figure 4 . Cognitions, perceptions, affect, and resistance, Bovey and Hede, 2001. 
 
 
 
It is important to understand the concept of cognitions as irrational ideas that 
emanate from perceptions in order to fully understand the affective dimensions that manifest 
into resistance.  According to Bovey and Hede (2001) organizational change literature 
contains very little in reference to “irrational ideas and cognitive distortions” (pg. 535) and 
their significant influence on resistance to change.  Other earlier researchers maintained 
that irrational ideas are abundant in the workplace.  These misrepresentations are 
contructions of the mind rather than contructions of what is real.  Because these irrational 
thoughts are assumed, they are professed as being real, “resulting in reality being distorted” 
(Coghlan, 1993; Coghlan & Rashford, 1990). Throughout the organizational change 
process,  individuals originate their own  perceptions of reality in regards to what they 
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think is going to happen, how they believe others perceive them, what they deem others are 
thinking, and/or what their intentions might be.  These irrational ideas then manifest 
themselves into affective dimensions that can be highly destructive to the change process 
underway in an organization (see Figure 5). 
 
 
 
Figure 5. Action and resistance in an organizational change process Bovey and Hede, 2001. 
 
In regards to change resistance in schools, additional research reveals that staff 
commitment as well as staff motivation can be minimized or destroyed in the process of 
adopting change in schools.  Researchers proffer that change resistance is highly likely due 
to stakeholders having to shift from their entrenched position that they currently occupy to 
a completely new and uncomfortable position (Atkinson, 2006; Fullan, 2010).  An 
individual’s reaction to change can vary from apathy to overt animosity.  Staff response to 
the change may strengthen in the level of negativity or possibly transform to compliance, 
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dependent on the multitude of factors that encompass the process of change (Hornstein, 
2001). 
Wagner believes that staff members of schools have a tendency to oppose change 
for three reasons: risk aversion, lack of professional expertise, as well as fear of loss of 
autonomy.  In regard to risk aversion, some staff members are motivated to teach as a 
simple means of job security; hence, by default they do not embrace change (Wagner, 
2001).  As for lack of professional expertise, staff members are confident with what they 
have done all along and oppose any attempt of changing what they perceive as effective 
approaches they have utilized in their classrooms.  The third reason is loss of isolation or 
autonomy.  Teachers tend to work for all intents and purposes primarily in isolation, and 
they are wary of any perceived intrusiveness into that isolated world. 
These ideas were further supported by Morrison (1998) who affirms that the reasons for 
change resistance could be attributed to peer pressure, ambiguity, absence of clarity of 
purpose, threats to self-esteem, fear of failure, fear of loss of control, as well as fear of the 
unknown (Dent & Goldberg, 1999). 
Van Schoor (2002) conceptualized a theory that shows the distinct forms in which 
institutional change takes place.  This theoretical framework shows how the effect of 
change can vary from mild to extreme affective dimensions.  There are numerous effect 
levels sandwiched between these two extremes.  Change is directly proportional to the 
resistance against it; that is, the more extreme the changes, the stronger the resistance.  The 
essential purpose of the theory is to focus on the type of change as well as its possible 
effects on the life of teachers in a school (Van Schoor, 2002). 
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In regards to possible interventions that may be instituted to prevent the 
manifestation of change resistance, an overview of the existing research literature shows 
there are numerous options available.  Bruckman discusses a meta-analysis where over 
three hundred different organizations were examined and interventions emerged from the 
research that potentially mitigated the effects of change resistance (Bruckman, 2008; 
Davidson, 2002; Dent, 1999). Out of this study, twelve, interventions, and or actions were 
identified that showed positive effects in alleviating and countering the negative affective 
dimensions of change and outright change resistance. These were:  
• Work with the Group 
• Confront the Fear of Change 
• Consider the Group's Perspective 
• Build Trust 
• Avoid Manipulating the Work Group 
• Be Willing to Compromise 
• Allow Group Ownership 
• Actions vs. Words 
• Reward New Behaviors Early 
• Financial Rewards Rarely Reinforce Behavioral Change 
• Manage the Myths and Realities 
• Integrity—the Most Important Variable 
In regards to educational change, while examining Bruckman`s study findings on 
organizations, in comparison with the research of Yılmaz`s study specific to change in 
educational organizations, the research shares some similarities in their respective 
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conclusions. Yilmaz discusses if manifested change resistance is apparent, the forging of 
viable partnerships between teachers and administrators must occur. Past experiences must 
be acknowledged and addressed, and both must work toward a new set of priorities and 
values. There also must be an acknowledgment that fear of change is real amongst many, 
and educators must build trust and confidence amongst themselves to address that fear. 
Teachers and administrators undergoing change, must lead by example, the literature 
indicates that actions are much more effective than words alone (Bruckman, 2008; 
Davidson, 2002; Dent, 1999; Giangreco, 2000; Yılmaz, 2013). 
 
 
Conclusion 
 
It is evident from the above review of the research literature that no matter what 
organizational theory in which change takes place, the affective dimensions of change can 
have a significant impact on whether or not specific change initiatives will have a 
successful outcome.  In education, unanticipated changes, and anticipated changes can and 
do occur with fairly regular frequency. Economic uncertainties, faculty and staff changes, 
numerical or demographic changes in student body, curriculum changes, adoption of new 
standards and assessments, as well as physical changes, have and continue to occur in 
education. In order to cope, teachers must demonstrate their capacity to understand these 
changes, their importance, and ultimately adapt. Administrators and teachers must form 
trusting relationships, recognize the symptoms and effects of negative affective dimensions 
can have on systemic changes, and work together to mitigate their impact. In other words it 
is imperative that teachers understand the negative affective dimensions associated with 
change they and their colleagues are experiencing, and the effects these dimensions are 
having on the success of change initiatives, and ultimately on student outcomes (Achinstein, 
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& Ogawa, 2006; Atkinson, 2006; Bovey, & Hede, 2001; Dent & Goldberg, 1999; Wagner, 
2001). 
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Chapter 3: Research Methodology  Introduction 
With the adoption of the CCSS, and the SBA, teachers at Lincoln Middle School 
are undergoing systemic changes. Change, specifically as it applies to schools, has been 
described as an affective-loaded process that has the potential to arouse feelings of 
insecurity, as well as nervousness, within the context of a school setting (Fullan, 2010). 
The affective dimensions of change are often evidenced in educators, who are directly or 
indirectly responsible for implementing changes (Evans, 1996).  When these affective 
processes become negative, and ultimately manifest in the form of resistance, serious 
ramifications can occur. Change resistance can disrupt, even completely stymie, the 
changes being implemented in the educational setting (Achinstein, & Ogawa, 2006; Bovey 
& Hede, 2001).  Specifically, resistance can affect the morale and job performance of the 
teaching workforce, which in turn can negatively impact student success (Nyakundi, 2012).  
Three research questions guide this study. 
1.   What specific affective dimensions are being experienced by teachers 
tasked with implementing the adoption of the CCSS and the SBA, at 
Lincoln Middle School? 
2.   What are the challenges teachers experience when tasked with 
implementing changes in curriculum and assessment? 
3.   What actions or interventions could be implemented to counter the 
likelihood that these affective dimensions may manifest or have 
manifested into change resistance? 
All school sites within Lincoln Middle School`s district are experiencing the aforementioned 
systemic changes.  Professional development activities currently being utilized by the 
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district to assist teachers with utilization of the CCSS and SBAC, center around The 
Leadership and Learning Center's Rigorous Curriculum Design (RCD) initiative, and other 
professional development activities. 
This chapter presents the study’s research design and rationale.  The study 
research site and population are described.   Procedures specific to the methods of data 
collection and analysis processes are detailed.  Lastly, ethical considerations dealing with 
participants' rights are discussed. 
Research Design and Rationale 
 
This study utilizes a qualitative methodology, specifically a bounded case study 
design to investigate organizational change, affective dimensions, and resistance of change 
in a bounded system, a public middle school located in a rural area of California. Creswell 
(2009) explained that a qualitative design can provide a deeper understanding of individuals 
with similar characteristics in a specific setting.  Studying teachers at a middle school, 
collecting evidence focused on their affective experiences while undergoing significant 
educational change initiatives, is consistent with Creswell’s rationale for conducting 
qualitative research.  Moreover, the bounded case study design allows for the direct 
observation and in-depth interviewing of the study participants, while they are experiencing 
the systemic change in real time. 
Yin`s definition of a case study lends further support for the rationale behind the 
selection of this methodology for this study.  Yin defines a case study as a study that looks 
at a “contemporary phenomenon in depth and within its real life context…”, he further 
adds, a case study has a “twofold definition in that first a case study comprises an all-
encompassing method-covering the logic of design, data collection techniques”, and a case 
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study also includes “specific approaches to data collection, and relies on multiple sources 
of evidence…” (Yin, 2009, p.18). This study of the teachers at Lincoln Middle School 
undergoing the systemic changes of the CCSS and SBA adoption certainly fit Yin`s 
definition of a “contemporary phenomena within its` real life context”.  As such this study 
follows the case study methodology models as described by both Creswell and Yin. 
 
Population and Site 
 
Population Description 
 
The target population for this study was twelve public middle school teachers at a 
California public middle school tasked with the implementation and utilization of the 
Common Core State Standards and the implementation of the Smarter Balanced Assessment 
(SBA) to replace the outgoing California Standards Test (CST) in math and ELA. Currently, 
this middle school employs approximately 17 full time, fully credentialed faculty members, 
and 1 new fully credentialed administrator. Specifically 2 male and 10 female teachers have 
been identified for this study, with teaching experience ranging from 2 to 19 years.  For 
Lincoln Middle School`s teacher ethnic breakdown see Appendix E. Academic background 
information of the study participants is included in Appendix C. 
For the purpose of anonymity, individuals were identified as study participants A 
through L. Each study participant was contacted initially via e-mail, and then followed up 
with a phone call. Additionally each participant was contacted in person by the researcher. 
An incentive was offered to each study participant in the form of a $25 Amazon Gift Card 
for their participation. There was no expectation from district administration that educators 
at Lincoln Middle School would want to participate in this study. It was the desire of the 
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researcher that the gift card incentive would help motivate at least twelve of the seventeen 
educators to participate, and indeed that was the case as all participants accepted the gift 
cards. 
Site Description 
 
The research site for this study was Lincoln Middle School within a public unified 
school district. The district is a small rural public school district located in the Central Valley 
of California. Lincoln Middle School is the only comprehensive middle school serving this 
district. The school served a student population in grades 6-8 of approximately 420 as of 
August 2013, however at the time of the actual study the population had increased to 
approximately 480 as of August 2014. The rural nature of the district is best illustrated when 
compared to Fresno Unified School District, a district also located within the Central Valley 
of California (see Appendix D). Lincoln Middle School was chosen specifically as the case 
study site, because it was a site where this researcher does not work on a daily basis. As the 
researcher is a administrator at another site within this district, a different site was chosen to 
mitigate the possibility of validity issues in data collection arising out of an 
administrator/teacher (supervisor/subordinate) relationship. 
For Lincoln Middle School's student demographic breakdown see Appendix F. 
81.9% of Lincoln Middle School’s student population is considered Socioeconomically 
Disadvantaged (SED). According to the definition adopted by the State Board of Education 
(SBE), the “socioeconomically disadvantaged subgroup” consists of students who meet 
either one of two criteria: neither of the student's parents has received a high school 
diploma, or the student is eligible for the free or reduced-price lunch program. Additionally, 
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approximately 50.3% of Lincoln Middle School`s population are designated at English 
Language Learners (ELL).  
Site Access 
 
No specific site access issues were encountered throughout this study. Verbal and 
written permission for this research study was given by Lincoln Middle School`s district 
Superintendent of Schools.  Site permission was also sought and granted by the Principal 
of Lincoln Middle School.  
 
 
 
Research Methods 
 
The research methods used in this bounded case study were as follows: semi 
structured interviews with all identified study participants, researcher field notes, and 
artifacts.  
Interviews: The primary data collection method utilized was semi structured 
interviews of the study participants.  As the population studied was relatively small (12 
teachers), this method was deemed most appropriate. The researcher through interviews 
endeavored to discover and analyze the study participant`s personal views, attitudes and 
experiences tasked either directly or indirectly with the implementation of the CCSS in 
concert with the SBA (systemic changes).  
While admittedly, one-on-one semi structured interviews are the “most time 
consuming and costly” (Creswell, 2008, p. 226), the researcher believed that this method 
was the best method to garner the data to correlate with artifacts and field notes. Yin 
describes semi structured interviews as a short, open ended, conversational type of dialogue 
that likely follows a set of specific questions from the case study protocols (Yin, 2009, 
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p.107). It is also important to note that both Yin and Creswell urge caution while wording 
the specific questions, so interviewees do not get the impression that the researcher already 
knows the answer. That is that the interviewer needs to come across as “naïve” when it 
comes to the specific topic to allow the interviewee a chance to provide a “fresh 
commentary” on the topic (Yin, 2009, p.107). The data garnered from the interviews was 
captured utilizing a portable digital recording device, with an IPad with software based 
recording as a backup. This redundancy ensured security of the data. Interview data was 
further secured with files being stored on a secured, password protected cloud based 
website, Dropbox, and stored on the researcher`s password protected files on his laptop 
computer. While it is acknowledged that capturing an interviewee both visually and audibly 
is optimal, audible only was used. The researcher utilized field notes in regards to the study 
participant`s physical reactions observed during the interview process. 
Field Notes.  During the administration of the interviews and as part of the 
planned interview protocol, the researcher kept field notes that primarily noted physical 
reactions and surroundings during the interviews. The researcher`s observations included 
facial expressions, body movements, and other gestures. Notes were initially handwritten 
during the actual interviews, and then transcribed later into typed format. Lastly, the setting 
for these interviews with the exception of one interviewee was a private conference room 
located within Lincoln Middle School. 
Artifacts. Throughout the study`s data collection process, the researcher assembled 
and collected various items related to the systemic changes occurring at Lincoln Middle 
School. These artifacts included copies of any documents, emails, etc. related to the 
implementation and utilization of the Common Core State Standards, Smarter Balanced 
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Assessment, and professional development efforts such as Rigorous Curriculum Design. 
These artifacts where possible were converted to PDF file format and stored electronically. 
Data Analysis Procedures 
 
In order to maximize and add to the legitimacy of the data that is garnered from these 
interviews, the researcher suspended his predispositions of what he has learned through his lived 
experiences as a teacher and then as an educational administrator that has experienced systemic 
change. The researcher attempted to set aside what he already may have been inclined to believe 
types of answers to the research questions of this study, and it was believed he was successful 
in those efforts.  
The researcher`s utilized primarily open and emotion coding methodologies to analyze 
data gathered in the study.  Saldana describes emotion coding as, “Emotion Coding is 
appropriate for virtually all qualitative studies, but particularly for those that explore 
intrapersonal and interpersonal experiences and actions” (Saldana, 2009, p.86).  The nature and 
structure of this research study was suitable with these coding methodologies. 
In regards to emotion coding specifically, one of the acknowledged problems with this 
type of coding is the potential numerous amounts of affect descriptors that could be utilized. 
For the sake of expediency and to assist in the process of focusing on the data set that emerged 
from the coding process, 8 affective descriptors, numbered 1 through 8 were used during the 
emotion coding process (see table.1). These descriptors were sourced from the University of 
Geneva`s Emotion Research Group (Scherer, 1988). 
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Affective Descriptor Codes Utilized 
Table. 1 
Code # Primary (secondary) Affective Descriptors 
1 Disappointment (dejected, deflated) 
2 Apathetic (satisfied, content) 
3 Stubborn (resistant, defiant) 
4 Anxious (nervous, fear) 
5 Angry (irritated, agitated) 
6 Enthusiastic (excited, exuberant) 
7 Frustrated (annoyed) 
8 Desirous (hopeful) 
 
Stages of Data Collection 
 
Table.2 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Activity Date Objective 
Develop Research Proposal April-July 2014 Submit to Supervising Professor 
Committee Review & 
Revisions 
July 2014 Submit for Approval to Dissertation Committee 
IRB Certification-Drexel 
University 
November 
2014 
Approval Required prior to Study 
Commencement 
Begin Interviews of Study 
Participants A-L, along with 
Field Notes 
December 2014 Organize, Calendar, and Conduct Interviews 
Transcribe and Analyze 
Emergent Data 
January- April 
2015 
Contract out Professional Transcriptions, Coding 
Utilizing Manual Open, and Emotion Coding. 
Collection of Artifacts August 2014-
April 2015 
Ongoing process of collecting/analyzing/syn- 
thesizing relative to the research study artifacts. 
Complete Writing April-May 
2015 
Findings Interpretations Conclusions 
Recommendations 
Reporting Out May 20, 2015 Ed.D 
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Ethical Considerations 
 
Minimal risk to study participants was imperative and maintained throughout the 
study. Prior to data collection commencement, approval from the Institutional Review 
Board (IRB) for Drexel University and Lincoln Middle School`s district was sought.  
Study participants were identified, and consent sought for their participation. In 
addition, a written consent and confidentiality agreement was read and signed before all 
participants began participation in this case study.  Said agreement stated in part that at 
no time will a participant`s interview comments be used against them, that absolutely no 
adverse job actions will be taken as a result of participants comments. Additionally 
each method of data collection was conducted under strict adherence to all ethical 
standards and practices as established by Drexel University guidelines.  
Study participant anonymity was vital to their willingness to participate. All 
specific references to each participant within this study is by an assigned letter code 
from A-L. No specific identifiers other than a study participant`s specific letter 
designation were referenced in the study. Additionally all references to the study site 
were in the form of “Lincoln Middle School”, and all references to the study site`s 
district was in the form of “Lincoln Middle School`s district”.  Lastly each participant 
was given the option to opt out of the study at any point from initial agreement until 
publication. 
In summation, this study utilized a qualitative methodology, specifically a 
bounded case study design that investigated organizational change, affective 
dimensions, and manifested resistance to change in a bounded system, a public middle 
school located in a rural area of California. The target population for this study was 
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twelve middle school teachers at a California public middle school tasked with the 
implementation and utilization of the Common Core State Standards for math and ELA, 
and the Smarter Balanced Assessment (SBA) to replace the former math and ELA 
California Standards Test (CST). The research methods utilized were semi structured 
interviews of all identified study participants, researcher field notes, and related artifacts. 
The researcher utilized manual open and emotion coding methodologies to analyze data 
gathered in the study. Lastly, strict adherence to all ethical standards and practices as 
established by Drexel University guidelines was followed to protect the study 
participants and the study site. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
66 
 
 
Chapter 4: Findings, Results, and Interpretations 
 
Introduction 
 
The first purpose of this bounded case study was to identify the significant 
affective dimensions being experienced by 12 teachers at a small rural public middle 
school tasked with systemic changes: the implementation and utilization of the Common 
Core State Standards (CCSS) and the Smarter Balanced Assessment (SBA). The 
identified affective dimensions were analyzed through the introduction, rollout, and 
utilization phases of the systemic change process as experienced by the study teachers at 
Lincoln Middle School. The second purpose of this study was to explore the origins of the 
identified negative affective dimensions and how they may be impacting the systemic 
change process underway at the study site. The third purpose of this study was to solicit 
possible interventions, ideas, suggestions, and/or actions from the study teachers 
themselves that may assist in mitigating the effects of the identified negative affective 
dimensions and/or manifested change resistance on the systemic change process going 
forward.  
This study explored the following research questions: 
1.   What specific affective dimensions are being experienced by teachers tasked 
with implementing the adoption of the CCSS and the SBA at Lincoln Middle School? 
2.   What are the challenges teachers experience when tasked with implementing 
changes in curriculum and assessment? 
3.   What actions or interventions could be implemented to counter the likelihood 
that these negative affective dimensions may manifest or have manifested into change 
resistance? 
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This qualitative bounded case study permitted a deeper understanding of the study 
participant’s perspectives and ultimately reveals their affective dimensions while 
undergoing systemic changes. This study revealed an improved understanding of the 
feelings and emotions that these public educators are experiencing during this seminal 
period of change in public education. The 12 semi-structured interviews allowed for a more 
detailed insight by revealing rich data for analysis.  In addition to interviews, field journal 
data and systemic change related artifacts specific to the study site and its district were 
utilized to contribute to and triangulate this study’s findings. 
It is believed that the researcher’s 11 years of shared background and familiarity 
working within the study site’s district contributed to an atmosphere that allowed for 
candid and honest answers to the interview questions. It is also believed that the 
researcher’s personal experience, knowledge, and understanding of the systemic changes 
occurring at his own school site added to the study participants’ willingness to answer the 
interview questions comfortably and honestly. Nevertheless, it is also important to note 
that the researcher continually compartmentalized and isolated these experiences and 
potential biases in order to preserve the validity and impartiality of the analysis process. 
Interviews of the 12 study participants included 10 female teachers, and two male 
teachers. Mean teaching experience for the participants was 14 years, with two years and 
19 years being the experience outliers. In regards to the content area taught by the 
participants, four taught math and ELA, four taught self-contained multiple subject, one 
taught social science/physical education, one taught social science, and one taught 
special education.  
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For the purpose of preserving the teachers’ anonymity, they were each identified as 
participants within the study by an assigned letter, A through L. Additionally, the study site 
itself was assigned the pseudonym of Lincoln Middle School.  Each study participant was 
contacted initially via e-mail, and then follow-up communication was accomplished with 
mixed methods. A schedule for the interviews was created with the convenience of the study 
participant in mind. Scheduling was arranged so as not to interfere in any way with the 
teacher’s duties.  An incentive was offered to each study participant in the form of a $25 
Amazon gift card for their participation. There were no expectations from district 
administration that educators at Lincoln Middle School would participate in this study. It was 
the expectation of the researcher that the gift card incentive would motivate at least 12 of the 
17 educators to participate.  
All interviews were digitally recorded simultaneously with an Olympus WS-821 as the 
primary device and a fourth generation iPad utilizing Tap-Media Voice Recorder software as the 
secondary backup device. MP3 and MP4 digital formatted recordings were generated 
respectively. Transcriptions of the digital interview recordings were generated professionally by 
Albright Administration Services of Philadelphia, PA. Coding of the transcripts was done 
manually by the researcher utilizing an open coding process initially, then an emotion coding 
process secondly – first visually, then audibly. (Saldana, 2009; Yin, 2009). While manual coding 
is a more laborious process, it is believed that this process resulted in each interview to be more 
deeply examined than with qualitative data analysis software as originally proposed.  
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FINDINGS  
Rich data was pulled from the semi-structured interviews of the 12 teachers, field notes, 
and artifacts. Eight distinctive affective descriptors were identified within the data of this study 
(see Table 1). These study descriptors were derived from the University of Geneva`s Emotion 
Research Group (Scherer, 1988). One thousand total counts (1,000) of these eight descriptors 
were identified upon the conclusion of the manual open and emotion coding process from the 
transcriptions of the 12 semi-structured interviews. These total counts of identified affective 
dimensions were then identified and noted within the specific phase (introduction, rollout and 
utilization) of systemic change in which they emerged from the data (see Appendix H).  
The three most common identified descriptors expressed overall by the study 
participants were: anxiety (nervousness and fear), which made up 34.2% of the counts (342); 
annoyance (frustration), accounting for 25.4% (254); and disappointment (dejection, deflated) at 
12% (120). The remaining descriptors identified were as follows: apathy (content, satisfied) at 
8.1% (81), enthusiastic (positive, exuberant) at 6.9% (69), stubbornness (defiant, resistant) at 
6.3% (63), anger (irritated, agitated) at 4.3% (43) and desirousness (hope) at 2.8% (28). Of note 
is the fact that six of these eight descriptors are generally considered negative affective 
dimensions. 
 The emergent themes extracted from the 12 question interview protocol (see Appendix 
J) were: (a) affective dimensions at the nascency of change, (b) the role of personal confidence 
in affective dimensions, and (c) motivational factors to potentially mitigate negative affective 
dimensions. The themes are also illustrated as a graphic in Figure 6.  
A significant portion of the emergent data was garnered from the semi-structured 
interviews. The same 12 interview questions (see Appendix J) were asked of each of the study 
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participants with differentiating follow-up questions based on the participant’s individual 
answers. These questions centered on ascertaining the participants’ feelings and emotions that 
they were experiencing while undergoing the systemic changes (CCSS, and SBA) occurring at 
Lincoln Middle School. Additionally, the interview questions also directly sought the 
participating teachers’ opinions on how best to build confidence with and ultimately possible 
acceptance of these systemic changes. 
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Figure 6. Major Themes. 
 
 
 
Motivational Factors to Potentially
Mitigate Negative Affective Dimensions
Targeted Professional Development
Meaningful, Collaboration
Inclusion in the Change Process
Materials
The Role of Personal Confidence in Affective Dimensions
Anxiety
Frustration
Disappointment,
Affective Dimensions at the Nascency of Change
The Education Pendulum
Percieved Lack of Clear 
Direction
Negative Pre-Conceived 
Notions
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Theme One: Affective Dimensions at the Nascency of Change 
Regarding the period of introduction of the systemic changes at Lincoln Middle School, 
three subthemes emerged from the study participants’ interviews: the education pendulum, 
perceived lack of direction, and negative preconceived notions. In their responses, the study 
teachers described their feelings and gave their opinions, within the context of the questions 
asked. The 12 interview questions were in part deliberate in their wording to solicit their 
affective dimensions experienced throughout the timeline of the change process (introduction, 
rollout and utilization). This researcher extrapolated specifically on these three subthemes as 
they emerged from the data point of the systemic change process at its beginning – its nascency. 
The education pendulum refers to 10 of the12 study participants relating that they had 
undergone many changes prior in their educational careers only to see those changes abandoned 
at some point, at which point they were exposed “new” changes that often resembled former 
educational changes they had already experienced. 
The perception of a lack of direction refers to the study participants not believing they 
are receiving a clear idea of how they are supposed to move forward with the new systemic 
changes underway at Lincoln Middle School. Whether the change was being driven from the 
site level, district level, and/or county level, most of the teachers expressed feeling associated 
with the belief that their educational leadership did not possess a clear vision of the changes to 
come, and the resulting negative affective dimensional reactions to that perception was quite 
widespread.  
The subtheme of negative preconceived notions was quite ubiquitous amongst the study 
participants. Ten of the 12 study teachers expressed that they personally had negative 
experiences in regards to prior educational changes; all 12 study teachers knew of colleagues 
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that had similar negative experiences. These past experiences elicited the emergence of negative 
affective dimensions right from the nascency of the systemic changes initiated at Lincoln 
Middle School.   
A distinct lack of trust deriving from these predominantly negative affective dimensions 
was evident in the data derived from the interview transcripts. This lack of trust became 
apparent immediately from the outset of the systemic change process. Most of the teachers who 
participated in this study consistently expressed a suspicion of the changes from the point of 
first introduction to the systemic changes, and that suspicion continued throughout the rollout 
and utilization phases of the systemic change process. 
  Drawing on the researcher’s affective descriptor counts shown in Appendix G, the 
three predominant affective dimensions displayed by the study teachers during the introduction 
phase of systemic change at Lincoln Middle School were anxiety (99 counts), annoyance (73), 
followed by disappointment (46). These three negative affective dimensions alone accounted for 
nearly 67% of all affective counts derived from the interview questions covering the 
introduction period of systemic changes at Lincoln Middle School. 
 Upon discovering that the onset of systemic changes were imminent, teachers generally 
and specifically expressed anxiety, annoyance and disappointment. Teacher B illustrates this 
point and adds an additional factor, the fact she was comfortable and confident with the old 
standards and no longer possesses those feelings under the current systemic change to the 
CCSS:  
Initially, there’s a lot of overwhelming, you know, sometimes a bit of frustration.  You 
are leaving something that you are comfortable with or that you feel confident in doing 
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and [are] successful at. I think there is fear and just kind of anxiety of: What’s going to 
happen and what is it going to look like and will I be successful at it? 
Teacher I echoed a similar position in that she was satisfied with the old standards: “I 
think the standards that we had were fine. I still think you could be creative and collaborative 
with the old plan.” Teacher C reacted with initial apathy: “It`s just another thing.” Teacher F 
expressed exasperation by stating, “I would say I am frustrated with some of the changes I have 
seen.” Several more teachers expressed similar affective dimensions upon the introduction of 
systemic changes at Lincoln Middle School. 
The educational change pendulum.   As mentioned before, the education pendulum refers to 
10 of the12 study participants relating that they had undergone many changes in their prior educational 
careers, only to see those changes abandoned at some point, and then be exposed to “new” changes 
that often resemble former educational changes they have already experienced. This subtheme was 
prevalent amongst the more experienced teachers in the study. A kind of “here we go again” response 
to the systemic changes occurring at the study site were common.  These teachers expressed both a 
form of exasperation and suspicion toward the systemic changes as they were introduced and 
continuing through their rollout and utilization. The pendulum effect was referenced often. 
Teacher C explained her view of the pendulum effect this way: “ [Changes] do not really stick 
very long.  It’s like we do it for a couple of years and then we get on a bandwagon on something else. 
You never see if it actually works.  It’s frustrating.”   
Teacher F’s distrust of the change process and those that initiated it was quite evident in her 
response: 
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“It makes you question, you know, what –why?  Why are some of these things – why this 
change?  It doesn’t – some of them seem very random and arbitrary and you just – you can’t 
help but wonder, you know, where did this even come from?  It’s ridiculous! 
Teacher G, obviously annoyed, stated in regards to the changes, “Here we go again! Another 
change…”   Teacher H elaborated by using the bandwagon metaphor in expressing her frustration: 
Since I’ve been teaching for a while, it just seems they – you hop into something, like 
on a bandwagon, and then there is a new bandwagon coming along. Like, we went 
from, you know, the group settings to you had to teach direct instruction. Now, I just 
kind of felt like, oh, here is the next thing happening. 
Teacher I’s frustration centered on the suspicion that monetary gain may be the 
impetus for initiating these educational changes, “How long is this going to last before they 
either go back to the old way or something new comes along? It seems like it’s always a new 
way to make money.” Teacher J directly related her belief that the pendulum would apply to 
the new CCSS: “By the time I learn them (the new CCSS), something new will come.”  
Teacher L expressed his annoyance, frustration and lack of trust in the abilities of 
those that initiated the systemic changes, as well as the belief that these changes will not 
endure: 
I feel that, you know, the people who end up telling us as far as what programs to do, 
that they really don`t know what they are doing. Because they will stick with 
something, then really quickly change their mind, and go after something else. So to 
me, it’s just like there is no solid foundation as far as they are – that they really don`t 
have a good plan. 
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Teacher K had a unique view amongst the study participants; she believed that 
changes in education were a good thing even when it came to the educational pendulum: 
I know your initial reaction is to complain about changes in education, but I think 
because I have seen the pendulum swing back and forth between so many different 
philosophies and approaches to education that I do not feel that it`s a bad thing. I’m 
not opposed to changes. 
Several of the other study participants expressed frustrations with the educational 
pendulum. A point that emerged from this particular subtheme was that all of the teachers 
that related this particular frustration were veteran teachers. To clarify, two of the teachers 
were relatively new to the education profession (two years and five years respectively). These 
two teachers made no direct mention of the educational pendulum as a source of frustration, 
although they alluded to having heard of it. The teachers that did directly allude to the 
education pendulum as a source of frustration ranged in experience from 14-19 years.  
Perceived lack of clear direction. Another prevalent sub-theme that emerged from 
the data analysis was the study participants’ perceptions of a lack of direction from the study 
site’s and district’s administration in regards to the introduction, rollout, and implementation 
of the systemic changes at Lincoln Middle School.  
Teacher A describes her perceived lack of direction by also alluding that they would 
have liked to be included in the change process from its inception: 
My personal problem is I don’t know what’s right and what’s wrong…when we’re not 
given clear direction.  I do not want to be told what to do every second of my day, but I 
do want some clear direction. I think it would be nice if we had kind of the bigger 
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picture in mind, because then we would know why the district is choosing a certain 
direction. It’s frustrating. 
Teacher B expressed her dissatisfaction with what they deemed an inadequate 
professional development experience held by the county education office of the study site, 
and their intention to just stick with what they had been doing: 
I remember we had a staff development day with, I think, a couple of people from the 
County Office, and that was – it just wasn’t enough information. So, initially I didn’t 
[buy in]. Of course, you know, you go back to your comfort, and what you like.  
Teacher C echoed the feelings of teacher B, stating she had no intention to change 
anything they were currently doing in their classroom, “With…not knowing exactly what we 
were supposed to be teaching, I didn’t like that. I figured well, I will just go back to what I 
know.”  Teacher F added her frustration of a lack of clear direction: “I guess I was confused 
initially, just not knowing, you know, where – what direction they – we were headed. We 
weren’t told.” Teacher F expounded on her frustration, citing the apparent confusion from 
even the administration of Lincoln Middle School: “We weren’t told. I guess just not 
knowing, you know, what direction they were headed – it was confusing at first and I was 
hearing a lot of different things early on even from our admin.” 
Teacher G alluded to the fact that he believed that change in general was “scary” and 
– combined with the perception of a lack of clear direction – can add to that perception of 
fear and anxiety: 
Obviously, change is scary for anybody – when you don’t know – one of the big 
things, when I started in education, the change was going to the CSTs. It was before 
you got the scores, so there really wasn’t direction – that was scary in a sense, kind of 
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like where we are now with the Smarter Balanced. I would say change is scary at any 
point. 
Teacher B discussed her dissatisfaction with her site level administration in how they 
were introduced to the impending changes: 
At first, it seemed very abstract and vague. I mean, the way it was discussed by 
admin, I really couldn’t get handle on what it was all about. I don’t know if there 
wasn’t – enough information wasn’t known at the time that it was brought to us, so it 
was just an idea. It took me a long time to really get a grasp on what the change was 
going to look like and how it was going to affect teaching and teachers.   
Negative preconceived notions.  All 12 study participants entered into the process 
of systemic changes at Lincoln Middle School with varying levels of negative preconceived 
notions relating to educational change. Ten of the 12 most veteran study teachers stated that 
they had experienced educational change in some form while serving in their roles as 
teachers. The two newest teachers stated that their negative preconceived notions were 
obtained primarily from their respective professors while they were students in their teacher 
preparation programs. 
Teacher F, a teacher of 19 years, harkened back upon hearing of the looming changes 
to her days when she first entered education and the terrible experience with another systemic 
change she had undergone at that time: 
Just, you know, that it was – we were supposed to – all the old standards were going 
to be gone, and we’re supposed to be able to teach more creatively like we used to be 
able to do back in the old days, and all I had was this horrible vision of back when I 
started teaching. I’m like, oh my God, no, we’re not going back to like that whole 
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language kind of thing. I mean, I thought it was a nightmare. It – these new changes 
just seemed so loosely framed – it was confusing and a little scary. 
Teacher H described the primary source of her negative preconceived notions 
emanated from her personal negative experiences while in another district prior to becoming 
employed at Lincoln Middle School. The experiences were with her site administrator, 
specifically the administrator’s dictatorial leadership style when it came to change: 
Some changes you dread and you think, oh God, what is it going to be like now? 
What was wrong with what we were doing? I had an administrator once during a 
period of change at another school who basically… well, we [teachers] didn’t speak 
during meetings. Anybody who had an opinion or idea, it was shot down. It was this 
way and that is the way it’s going to be. It was awful. The environment was 
completely negative. 
Teacher G spoke of his negative experience with the CST when he was first 
introduced to this high stakes testing regime, comparing that period with what he is 
experiencing with the new SBA: 
Obviously, change is scary for anybody. When I started in education, the change was 
getting to the CSTs. It was before you actually got scores on the CSTs. It’s like that 
now with the Smarter Balanced. Obviously, change is scary at any point. And now, 
here we go again, another new change! 
 Teacher I relayed her dismay in how pedagogy has been affected with the way she 
used to teach with the way she feels compelled to teach now: 
Most of it doesn’t bother me. I mean, when NCLB came in, it was all right. I usually 
do what I am told, so normally I go with the program. There are some things I 
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disagree with, but I do them anyway. I think we used to be able to teach a certain way 
where you were allowed to be creative and it wasn’t so rigid. And then we started 
teaching to the test, and then everything became just math and language arts and not 
well-rounded, and creativity went away. 
 Teacher L, a teacher of 18 years, communicated that almost all of his change experiences      
within his long career have been negative, and he did not expect anything different with these 
new systemic changes.  This theme continued through his entire interview: 
I’ve seen several things as far as changes, different methods of teaching, different 
ideas and throughout the years. Personally, I feel that you know the people who end 
up telling us as far as what programs to do really don`t know what they are doing. To 
me, it just seems like there is no solid foundation as far as they are, they really don`t 
have a good plan. 
Teacher L extrapolated further in regards to how the new CCSS will not affect him in 
the classroom: 
Direct instruction is the way I teach. The subjects I teach are not impacted by the 
Common Core, and so my methods really have not changed. I teach the same way that 
I did 18 years ago and everything, and so I’m not necessarily anxious about the 
Common Core. 
Teacher L added his very strong feelings in regards to his negative preconceived 
notions of high stakes testing in general: “I don’t necessarily agree with testing, standardized 
testing in any means. I don’t think it’s fair; I really don’t. I really don`t agree with using test 
scores as a way of evaluating, you know, the schools. 
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Teacher L informed the researcher about one of the sources for his negative 
preconceived notions: the mainstream media. He further pronounced the likelihood that he 
would never accept the changes underway: 
The more I hear as far as there, reading newspapers, how so many people are against 
the Common Core. How different states are looking at opting out from the Common 
Core. And yeah, if anything, I’m more cynical. I don`t know if any set methodology is 
going to change that to get me to buy into the ideas behind the Common Core. 
 New teachers D and E offered different views in regards to the source of their 
negative preconceived notions. Both new teachers stated they were strongly influenced in a 
variety of ways by their college professors within their respective teacher preparation 
programs. Teacher D and E both expressed very clear recollections of how the CCSS and 
SBA were being discussed and portrayed within their credentialing programs. These two 
study teachers related how most of their professors were extremely negative about the 
impending systemic changes.  
Teacher D described her negative experiences with the impending systemic changes 
in her preparation program this way: 
I was terrified! I was in credential school, and they were – our professors were talking 
horrific trash about what was coming down the line. Our professors were not excited. 
They were telling us that we were in for this tremendous amount of change and that it 
was not good. I mean, for someone who was getting ready to go into the field, all I 
could think of was that the education system was going to crash and burn! 
Teacher D further offered her personal insight into why she thought her professors 
were so negative: 
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They also had no idea. We had no real understanding or field experience with these 
standards, and so when the standards first came out, it was very hard for professors to 
understand where they were going, and what materials we were going to use, and how 
they were supposed to support new teachers in this new endeavor.  They had never 
experienced with it. Our professors weren’t in the classroom anymore; they were 
professors. 
 Teacher E described the initial negative reactions from her professors upon her first 
discovery of the impending systemic changes: 
When I first heard about it, I was in my credentialing program.  So I was like, 
“Great,” and they weren’t supportive of it. I wasn’t very excited at that point because 
I’m like, “You just made me learn all these content standards, and you made me do all 
of these TPEs (California Teaching Performance Expectations) in my credential 
program, and now you’re totally changing it.” I was very frustrated and probably 
irritated. “Now you’re changing it on me as a first year teacher, and I have to learn a 
whole new system.” Why didn’t they know this was coming when I was in my 
preparation program?  
Theme Two: The Role of Personal Confidence in Affective Dimensions 
The theme of personal confidence became apparent early on in the analysis of the 
emergent data. Additionally, the role that personal confidence played within the systemic 
change process seemed to intensify as the study teachers progressed through to the rollout and 
utilization phases of the process occurring at Lincoln Middle School.  
Anxiety, nervousness, and fear were the most prevalent of affective dimensions 
experienced by the study teachers throughout the introduction phase of systemic change, and 
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this remained the case during the rollout and utilization phases of the systemic changes at 
Lincoln Middle School.  
The specific affective dimension counts derived from the data during the rollout and 
utilization phases of the change process were anxiety, fear, nervousness (243 counts), 
annoyance and frustration (181), and disappointment (74). The significance of these numbers 
is further illustrated when you look at the corresponding percentages of the total amount of 
recorded affective dimensional counts (674) derived from the data during the identified 
rollout and utilization phases of the systemic change: anxiety, fear, and nervousness at 36%; 
annoyance, and frustration at 27%; and disappointment at 11%. These negative affective 
dimensions made up 74% of all descriptors recorded during these phases.  
Teacher A speaks of the concerns (and resulting anxiety) she is having in regards to 
how the new standards are supposed to be taught in her classroom. The concern over how 
these new standards were supposed to be taught within the classroom was a reoccurring 
source of anxiety amongst several of the study teachers: 
My concern is not necessarily the standards; it’s how am I teaching the standards to 
them? You know, am I going deep enough? Am I spending too much time? I don’t 
know. There’s no overarching plan in place in place besides what we ourselves have 
written (Rigorous Curriculum Design, (RCD)), so then again, I go back to it makes 
me very nervous. I am uncomfortable not knowing if what I am doing is best; I am 
uncomfortable not having all the tools in front of me. Am I really giving the students 
what they need? 
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Teacher B expresses her heightened sense of anxiety and frustration with the fact that 
the changes were undertaken before any curriculum was put in place. Additionally, she 
expressed anxiety in regards to how her own frustration may be imparted upon her students: 
It’s frustrating that [the changes] are coming so far before curriculum and so far 
before testing in that we just don’t really know, especially with some of the wording, 
what that is going to translate into? What are they really expecting our students to do 
and know and master? I wish the timeline was different, and more of a consensus on 
okay, what – well, these standards, this is, you know, really what it should look like in 
your classroom. What will [the students] be expected to do? I think the powers that be 
are still trying to figure it out and, well, it’s definitely frustrating. You get to the point 
where you just have to go with your instincts and do the best you can, but at the same 
time you don’t want to put your frustration on the students. 
Teacher C expressed her fear and frustration within her opinion that the provided 
professional development, Rigorous Curriculum Design (RCD), did nothing to alleviate her 
confusion; in fact, she contended that the professional development initiative added to her 
anxiety. Teacher C also echoed the anxiety and frustration of Teacher B in that she believed 
the process was not fair to the students: 
We went through RCD training. It’s like, well, what standards do you think are 
important? Well, my opinion and someone else’s opinion can be two different things. 
It’s frustrating. And I’m also afraid I’m teaching the kids the wrong thing because I 
don`t know. I think it`s really unfair to the kids.  
Teacher D continued to echo the themes of experiencing anxiety and frustration and 
concern for her students that had been expressed by her colleagues: 
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Yeah, there is anxiousness and nervousness; there is a lot of questioning whether you 
are doing it the right way, the wrong way? Or whether there is a right way or a wrong 
way and what’s the most, I guess, effective way to get across to the students and get 
them to really engage in their learning? 
Teacher G expressed his and his colleagues’ hesitancy to accept the new SBA 
especially after being introduced to sample questions. Almost all of the study participants 
expressed similar discomfort when they were first exposed to sample study questions from 
the new SBA.  Teacher G relayed after the seeing sample questions and then discussing them 
with his colleagues: “Definitely, there’s frustration, nervousness, and I would say some 
hesitation to accept it (SBA).” 
Teacher J strongly expressed her anxiety and frustration as the systemic changes 
applied to her specific specialty, special education, and the perception that her specialty and 
her students have been completely ignored within the change process:  
I do have a problem with the fact that I don`t think that with special education, [the 
systemic changes] have caught up. And so, for students that I deal with, I’m not 
necessarily – like, they don’t always – all new standards don’t always reflect 
anything the Special Ed can possibly do. And I think it gets harder for them, and they 
are never in sync. So they come out with new testing and standards and it’s not 
related to Special Ed. 
Teacher L stated he has not been involved in any of the PD training (RCD), yet he 
acknowledged how his colleagues were expressing how bad their experiences were. Teacher 
L felt “bad” for his colleagues and “thankful” he was not involved in the PD training: 
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I wasn’t involved with their RCD training. I wasn’t involved. I remember a whole lot 
of really anxious teachers as far as dealing with that. I felt bad for them and I also felt 
very thankful that I didn’t have to deal with it. I live my life by “Actions speak louder 
than words” in everything. If I see a plan that makes sense to me, I`ll be behind it 
100%.  I haven’t seen it with this Common Core. 
Theme Three: Motivational Factors to Potentially Mitigate Negative Affective 
Dimensions   
The last major theme to emerge from the data analysis was in part directed by the last 
of 12 semi-structured interview questions. While all 12 questions were asked of the 12 
participants, this specific question was asked to try and elicit ideas and suggestions from each 
individual teacher that would make them personally more confident within the change 
process underway and ultimately more accepting of the changes (see appendix J). The 
question asked was: What would make you feel more confident and comfortable in your 
abilities to accept and thrive as a professional educator when faced with systemic changes 
such as the Common Core and Smarter Balanced Assessment? 
The answers to this probing question centered on five specific suggestions and or 
ideas, the most common of these suggestions being targeted professional development. This 
desire was expressed by seven of the 12 study teachers (see Appendix I).  
Teacher E expressed her desire to have targeted professional development that 
specifically meshes the systemic changes they are undergoing within their classrooms and 
their specific content areas; that is, targeted PD in regards to pedagogical approaches in her 
classroom. Teacher E stated: 
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I want PD that tells me how to apply certain things to certain aspects in my classroom. 
Give me a lesson how I can fit this into this. Don’t just say, oh yeah, you can fit them 
into your history lessons. Okay, well, how? I’m a hands-on person; I have to see it. If 
you show me or teach me, I can remember it forever. 
Teacher K desires echoed Teacher E’s wishes for targeted professional development. 
However, she made a clarification that for her grade level she desired targeted PD in the area 
of writing within the framework of the new CCSS: 
I really would like to have some, definitely more professional development in the area 
of common core writing. It’s a very weak area to begin with a lot of the kids and it’s a 
very important part of what I teach, so I am already looking into it myself for next 
year. But that would make me feel a lot better, yes. 
Teacher H opined that while her content area of PE and Health was not considered a 
part of the current PD focus, she would like targeted PD for how she can bring her content 
into the effort: 
You know, bringing in some little health things in. We usually do a nutrition unit and 
I can tie nutrition in with English language arts if they want to work together. You 
know, I can tie the skeletal system in with science if they want to work together. I 
don’t want to see PE left out of the loop just because we teach PE. There are 
academics we can address. 
Conversely, Teacher C didn’t think PD was valuable and was very straightforward 
with her dissatisfaction with the current PD effort offered by the district thus far: 
So far, the PD I’ve had I haven’t been real impressed with. I haven’t felt like it’s been 
beneficial to my classroom. Like that one [session] we had a few months ago. That – 
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it was kind of a waste. I didn’t get the point of that one. Yeah, I didn’t get it. I didn’t 
see what the point of that was. 
Teacher H, while desiring meaningful collaboration, offered a unique perspective on 
professional development, stating that she thought PD efforts were more beneficial for new 
teachers as opposed to more veteran teachers: 
I would like to see administration and teachers all work together to make it successful 
and to give each other what they need. I feel [PD] is good for the new teachers, but 
sometimes for the older teachers, you’ve been through so many trainings that you sit 
there and you listen and you may get one or two things out of it, but…. 
Two other ideas that emerged from the final question that were discussed at length by 
the study teachers were meaningful collaboration, and inclusion within the change process. 
Teacher A addressed her desire for inclusion within the change process: 
I want to know the whys. I like to be a part of it because I don’t – again, I don’t like to 
be told what to do without having a say. So, I always try to put myself in a position 
where I can, you know, have whatever information I have access to and help make 
some of those decisions. You always feel a little bit excited, a little bit nervous, and a 
little anxious about changes; it’s a mix of emotions when there is change. I like to 
save myself anxiety and allowing me into the position where I can at least be a part of 
it and help direct things. That’s what I want. 
Teacher B expressed a desire to gain more information via more meaningful 
collaboration with their colleagues, more professional development and more tangible 
assistance in the form of curriculum: 
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I would like to collaborate and communicate more with other teachers – like a larger 
scale – to see what they are using. Have more of a foundational curriculum available 
to us so we could reference it and make sure we are not missing anything. And of 
course, more information. Just more of everything. More professional development 
from maybe more outside speakers or, I don’t know, people with other perspectives 
perhaps. You know, something I can really implement or use, as you can only create 
so much. 
Teacher G echoed the desire for meaningful collaboration that included administration 
as well as their fellow teachers: 
I think having feedback, with an administrator and teachers or in a team of educators, 
just like you do in medical rounds. If you have a community of teachers that is able to 
trust one another to be able to provide feedback for each other, I think that’s huge. I 
think that will go a long way in facilitating success in my educational experience. 
Teacher I expressed their frustration that the other content areas other than math and 
ELA have been left out of the change process, and she expressed a strong desire for inclusion 
in that process: 
If you are a history teacher, if you are a PE teacher, if you’re a science teacher, 
you’ve been left out of this whole loop. You have not been brought into this situation 
at all. Pretty much, language arts and math have been doing all of the PD; we know 
nothing. I’ve been given no direction and I don’t know what my role is as far as 
academically. I want to be in the process. If I worked at a site where we were truly a 
team, and everybody was on the same page, and everyone was willing to work 
together to make things happen, I’d feel a lot better about it. 
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Another suggestion to emerge from the teachers was the expressed desire to obtain 
materials in various forms that apply directly to both the CCSS and SBA as they are to be 
utilized within their respective classrooms: 
Teacher C expressed their personal desire to have more guidance from the state with 
the CCSS and aligned textbooks and curriculum from the district: 
If the state said – like, kind of with the old standards, like, “These are your key 
standards, these are your sub-standards. Exactly what you have to teach.” I hate to say 
it, but a kind of checklist or guide, something so at least you know that you’re on the 
right track. Also, district level textbooks. I mean, right now, the middle school has no 
textbooks for math or language arts – it’s pretty much you are making it up. 
Teacher B echoed the desire for being provided a foundational curriculum and other 
materials by the state: 
Again, more of a foundational curriculum. At least have it available to us so that we 
could reference it and make sure that we aren’t missing anything. I mean, I don’t want 
to be handed something that said, “This is what you should teach,” but at least to say 
this is what their interpretation is of it: “Here is a couple different…” Or at least 
something there for ideas.  And of course, then, more information. Just more of 
everything. More, you know, test released questions (SBA), more projects, more 
performance tasks, all of that. 
Teacher F offered perhaps the most introspective and reflective perspective on what 
she would desire personally, and what she thought would be required of others to be 
successful with the systemic changes at Lincoln Middle School: 
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It has to come from within. Yes, I think so. I don’t know. To me. And, you know, 
that`s probably not the answer everyone wants to hear because they want something 
handed to them. We need – and you will hear teachers complain about “Well, we just 
need curriculum,” and “We need this or that,” and “I’ve never seen curriculum be the 
answer to good teaching.” Unfortunately, dang it, it would be so cool if it was, but it’s 
not. It’s from within. And yes, you do get something from curriculum, and you do get 
something from professional development. I think there are no quick and easy 
answers and I think that is what frustrates teachers the most: It takes time. 
Summary of Findings 
The emergent themes extracted from the study findings were: (a) affective dimensions 
at the nascency of change, (b) the role of personal confidence in affective dimensions, and (c) 
motivational factors to potentially mitigate negative affective dimensions. Within these 
overarching themes, rich data was forthcoming from the study participants.  
Three subthemes within the introduction phase of the systemic change process emerged 
early on from the data: the education pendulum, the perceived lack of clear direction, and 
negative preconceived notions. These emerging subthemes continued to be reflected directly or 
indirectly within the answers of the study participants when the questioning shifted to the 
rollout and utilization phases of change occurring at the study site. Anxiety, frustration, and 
disappointment and their respective secondary descriptors comprised the vast majority of 
affective dimensions expressed by the study teachers, encompassing 71.6% of the 1,000 total 
affective descriptors revealed from the coding process. 
Lastly the study teachers offered suggestions and ideas that they felt would best help 
them personally, and that would possibly assist their colleagues build more confidence, more 
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readily accept, and flourish within the systemic changes are undergoing at Lincoln Middle 
School. These suggestions were: targeted professional development, inclusion in the change 
process, meaningful collaboration between teachers and administration, and materials. 
 Results and Interpretations 
The data indicates the systemic changes being experienced by the study participants at 
Lincoln Middle School have elicited – and continue to elicit – significant affective dimensions. 
The unique perspectives of each participant as they experienced these affective dimensions 
were captured within these interviews. The data revealed that the participants experienced 
multiple and very distinct affective dimensions while undergoing the systemic changes 
discussed at length within this study. As the data also reflects, the vast majority of the 1,000 
overall recorded affective dimensions were anxiety, frustration, and disappointment (71.6%). 
To extrapolate further, 82.2% of all recorded affective descriptors were overtly negative. 
Conversely, only 9.7% of the recorded descriptors were overtly positive, with the remaining 
8.1% considered affect-neutral (apathy).      
 The literature reviewed in this study discusses at length the role of affective 
dimensions within the systemic change process, particularly within the context of educational 
reform (Achinstein & Ogawa, 2006). The ramifications of negative affective factors as 
discovered within the data of these findings could potentially have wide ranging effects on the 
change underway at Lincoln Middle School. Those effects may in fact result in the success or 
failure of the ongoing change initiatives. 
The research literature alluded to the distinct likelihood that many of the arising 
affective dimensions would be of the negative variety. Researchers proffer that negative 
affective dimensions and change resistance is highly likely due to stakeholders perceiving that 
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they will likely have to shift from their entrenched position that they currently occupy to a 
completely new and uncomfortable position (Atkinson, 2006; Bovey and Hede, 2001; Fullan, 
2010; Hargreaves, 2005;Wagner, 2001). 
 Additionally, the element of mistrust which was reflected by many of the study 
teachers was expressed by Coggshall. Coggshall discussed how school based reforms 
(systemic changes) may undercut trust, as the professional commitment of those tasked with 
those changes may be viewed as lacking (Coggshall, 2004). Confidence (risk taking) may be 
discouraged if improved student achievement is not felt in a short time frame. This point is 
seminal in that many of the study teachers expressed they do not know how effective or 
ineffective their current teaching will have on student outcomes.  
Other researchers add that a climate of accountability may hinder organizational 
learning if teachers do not feel safe to try new practices and open themselves to new 
experiences and new learning (Silins, Mulford, and Zarins, 2002; Weick, 2001). This point is 
important, as the study teachers at Lincoln Middle School are in the midst of administering the 
first SBA, the results of which will be published in the later part of the spring 2015 (California 
Department of Education, 2015). 
 The results collected are further supported by existing scholarly literature, as Morrison 
affirmed that the reasons for change resistance may be attributed to peer pressure, ambiguity, 
absence of clarity of purpose, threats to self-esteem, fear of failure, fear of loss of control, as 
well as fear of the unknown, and ultimately, confidence (Dent & Goldberg, 1999).  As the data 
reflected, all of Morrison’s reasons emerged in various forms within this study. 
Drawing on the researcher’s aforementioned affective descriptor counts shown in 
Appendix H, the three predominant affective dimensions displayed by the study teachers 
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during systemic change introduction phase at Lincoln Middle School were anxiety (99 counts), 
annoyance (73), and disappointment (46). These three negative affective dimensions accounted 
for nearly 67% of all affective counts derived from the interview questions. The predominance 
of anxiety, fear and/or nervousness, along with annoyance and/or frustration is important to 
note. The scholarly literature reviewed earlier in this study established that negative affective 
dimensions present at the beginning of a change process are not unusual, and the data that 
emerged from this study showed that the presence of negative affective dimensions at the 
introduction of the systemic changes at Lincoln Middle School were nearly universal (Weiss & 
Cropanzano, 1996; Beal, Weiss, & MacDermid, 2005).  
Organizational change scholars believe that individuals undergoing change originate 
their own perceptions of reality in regards to what they think is going to happen, how they 
believe others perceive them, what they deem others are thinking, and/or what their intentions 
might be.  These irrational ideas then manifest themselves into affective dimensions that can be 
highly destructive to the change process underway in an organization the data analyzed from 
this study seems to correlate with this view (Bovey & Hede, 2001; Coghlan, 1993; Coghlan & 
Rashford, 1990). 
Theme One: Affective Dimensions at the Nascency of Change 
Three subthemes within the overarching theme of affective dimensions at the nascency 
of change emerged early on within the data: the education pendulum, the perceived lack of 
clear direction, and negative preconceived notions. These emerging subthemes continued to be 
reflected directly or indirectly within the answers of the study teachers throughout the 
remainder of the study which encompassed the rollout and utilization phases of change 
occurring at the study site. 
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The education pendulum. As discussed prior, the education pendulum refers to 10 of 
the 12  study participants directly relating in some illustration that they had undergone many 
changes prior in their educational careers, only to see those changes abandoned at some point, 
at which point they were exposed to “new” changes that often resemble former educational 
changes they have already experienced. One aforementioned note was the fact that two of the 
study participants with the least educational experience (two and five years respectively), did 
not specifically prescribe to these educational pendulum beliefs. While both acknowledged 
they had heard of the term, their limited experience in the educational profession simply did 
not allow for direct exposure to the education pendulum effect. Therefore, the burgeoning 
negative affective dimensions present with experienced teachers due to in part their past 
change experiences in education were not present with these two teachers.  
These facts have been established: 10 study teachers have undergone systemic changes 
within their educational careers, and all 12 have undergone at least minor changes in 
education. The data has shown that 10 teachers reacted affectively to the education pendulum 
in a predominantly negative fashion. One of the seminal theories that emanates from the 
literature on affective dimensions and directly and indirectly relates to the study teachers 
experiences with the educational pendulum is the Affective Event Theory. This theory in part 
establishes that as employees have reacted affectively to events that have happened to them in 
the workplace in the past, they will continue to react affectively to events in the workplace that 
happen to them in the present. Events such as change (systemic or minor) have and will 
continue to influence their job performance and contentment. These affective reactions can 
lead to an employee’s negative (or positive) reactions dependent on an employee’s personality 
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and mood (Weiss & Cropanzano, 1996; Weiss & Beal, 2005; Wegge et al, 2006). To clarify 
this theory as it applies to the current study, 10 study teachers expressed some form of negative 
affective dimension to their perception of the education pendulum within the context of their 
past experiences with systemic changes. Additionally, as most study teachers also believe that 
the current systemic change underway at Lincoln Middle School is essentially another swing of 
said pendulum, the ramifications for the potential success of the current change process is 
potentially diminished.  
Perceived lack of clear direction. The second subtheme to emerge from the data of the 
study participants during their introduction period of systemic change (and as they continued 
through rollout and utilization) was the perceived lack of clear direction. All 12 teachers 
expressed some form of belief that they were not receiving clear direction from administration 
at the site level, district level and county level. The expressed their frustration in not knowing 
how they were supposed to navigate these new systemic changes. The data showed that this 
perception elicited strong affective reactions in the form of frustration and anxiety and, to a 
lesser extent, disappointment and dejection. The perception that those that were in charge of 
the systemic change efforts at Lincoln Middle School, Lincoln Middle School’s district, the 
county office, and beyond had no clear direction was prevalent amongst the teachers. These 
teachers perceiving their leadership as possessing no clear direction is significant in regards to 
the success or failure of the change initiatives underway at Lincoln Middle School.  
The teachers often referred to their perceptions that their leadership`s attempts to 
introduce professional development into the change process was further indication that they 
were still not receiving clear direction. To reiterate, Bovey and Hede illustrated the role of 
perception in the process of affect and change resistance. Bovey and Hede (2001) support the 
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concept that when individuals in an organization are faced with the initial impact of change 
(perception), they will likely experience a series of “irrational thoughts” (cognitions); these 
thoughts then lead directly to affective dimensions and, quite possibly, resistance (see Figure 
4). As applied to Lincoln Middle School, these predominantly negative perceptions by the 
study teachers persisted despite the fact that a planned effort of introduction, rollout and 
utilization of the systemic changes was undertaken by the administration of Lincoln Middle 
School`s district.  
Early on, these efforts included a prolonged and ongoing professional development 
initiative known as Rigorous Curriculum Design (RCD). This initiative was targeted 
specifically to get core content teachers intimately familiarized with the new Common Core 
State Standards (CCSS) through direct participation in the creation of CCSS-aligned 
curriculum units. This PD initiative was implemented at the onset of the rollout phase of 
systemic change at Lincoln Middle School. Despite this administrative attempt at direction, 
many of the study participants expressed the perception that the PD effort at their site level was 
indeed not understood clearly and supported fully by their site administration. As analyzed in 
this study data, these perceptions manifested into a negative affect loaded process. A Bovey 
and Hede (2001) warned, these perceptions are “positively correlated with behavioral 
intentions to resist change.” 
Other scholars also addressed the problem of how the perception of no clear direction 
from superiors during a change process can negatively impact that process. Silins, Mulford, 
and Zarins (2002) developed an instrument for administering to teachers and principals, which 
was based on the seven constructs derived from their review of the non-educational literature. 
From the seven constructs, they developed a model of organizational learning for educational 
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organizations that includes four factors: (1) a trusting and collaborative climate, (2) taking 
initiatives and risks, (3) a shared and monitored mission, and (4) professional development.   
Within this context, the data from this study in regards to the study participants’ 
perception of no clear direction in their leaders, the third factor (a shared and monitored 
mission) would seem to be lacking at Lincoln Middle School. To extrapolate further on the 
factors of Silins, Mulford, and Zarins, the first factor (a trusting and collaborative climate) 
would also seem to be missing from the study site. These two points alone could likely indicate 
that very little organizational learning in regards to the systemic change process underway at 
Lincoln Middle School is occurring.  
Negative preconceived notions. The third sub-theme to emerge from the study 
participants’ introduction period of systemic change was the fact that all 12 teachers entered 
into this period of systemic change with negative preconceived notions of change. Negative 
preconceived notions played a significant role in how the teachers were going to perceive the 
systemic changes as they were introduced. Most of the veteran teachers relayed that they had 
had less than favorable experiences with educational changes that they had encountered prior 
to the CCSS and SBA.  
All study participants expressed some negative aspect with their prior experiences with 
change. Specific prior negative change experiences that became negative preconceived notions 
varied amongst the 12 teachers. Ten of the 12 study teachers had a mean average experience 
level of 16.1 years. In fact, nine of those teachers had undergone the last major systemic 
change in public education, the No Child Left Behind Act, which was signed into law on 
January 2, 2002. Additionally, many of these same teachers had also experienced the 
California Public Schools Accountability Act of 1999, which ushered in the era of the 
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California Standards Tests (CST). These prior systemic change events and many other more 
minor educational changes allowed for many negative preconceived notions of change to be 
formed long before the introduction of the latest systemic educational changes, the CCSS and 
SBA. 
Teacher F expressed her disgust with the old whole language movement, a movement 
that emanated out of what was known as the “The Reading Wars” of the late 1980s and early 
1990s (Reyhner, 2008). Teacher H relayed her prior extremely negative experiences with a 
former administrator at another district who employed a dictatorial style of change leadership. 
Teacher G spoke of his negative experience with the CSTs when they were first introduced, 
comparing that period with what he was experiencing with the new SBA. Teacher I 
specifically recalled the experience of going through the changes imparted by the introduction 
of NCLB, and how she believed that pedagogy was negatively impacted by the onset of that 
systemic change, specifically being forced to teach to the test . 
Perhaps the most frank and direct negative preconceived notions emanated from 
Teacher L, a teacher of 18 years. Teacher L stated that from the outset of learning about the 
CCSS and SBA systemic changes, he was not open to accepting them. This overt change 
resistance as explained by Teacher L emerged from his own research on the changes. Teacher 
L expressed that first and foremost he believed the changes – specifically the CCSS – were 
primarily an initiative of and backed by the personal finances of Bill Gates. Teacher L 
additionally expressed that he had been reading in the newspapers that many states were in the 
process of opting out of the CCSS. He also stated that he personally doesn’t agree with high 
stakes testing while voicing his opposition to the SBA. Ultimately Teacher L stated that he had 
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no intention of “buying in” to any of the systemic changes underway at Lincoln Middle 
School. 
The researcher finds that the most intriguing data from the subtheme of negative 
preconceived notions emerged from the interviews of new teachers D and E. These teachers, of 
two and five years’ experience respectively, offered unique views in regards to the source of 
their negative preconceived notions when compared to their more veteran colleagues. These 
teachers expressed that they were both influenced negatively in regards to the impending 
systemic changes of the CCSS and SBA by their higher education professors while in their 
respective teacher preparation programs.    
The realization that negative preconceptions of systemic change may be imparted by 
professors of higher education to those that are preparing to enter the education profession and/ 
or new teachers completing their credentialing programs is potentially quite significant. 
Specifically, professors imparting their negative perceptions of change on teachers in training 
could have a highly influential negative impact on these new teachers entering the profession. 
Scholarly research has shown that the professors’ perceptions would likely impact these new 
teachers by manifesting negative affective dimensions and possibly change resistance in these 
future teachers.  
The prospect of combining the affective dimensions of these negatively impacted new 
teachers with the level of negative preconceived notions of change already possessed by their 
veteran colleagues could potentially jeopardize the success of future educational change 
initiatives. This researcher believes that the probability that professors employed in teacher 
preparation programs being the potential impetus for implanting negative preconceived notions 
of educational change into their students is a topic worthy of future research.    
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Theme Two: The Role of Personal Confidence in Affective Dimensions 
The second major theme to emerge from the data was how the role of personal 
confidence in affective dimensions influences the acceptance of systemic change. When the 
data was analyzed, the counts for anxiety, fear and nervousness were significant. To reiterate, 
out of 1,000 total affective descriptors to emerge from the coding process of the interview 
transcripts for the 12 teachers, 342 counts (34.2%) belonged to the descriptors of anxiety, 
fear and nervousness.  
In regards to change resistance in schools, Yilmaz (2013) discussed that there must be 
an acknowledgment that fear of change is real amongst many, and educators must build trust 
and confidence amongst themselves to address that fear. Staff commitment as well as staff 
motivation can be minimized or destroyed in the process of adopting change in schools. 
Researchers proffer that change resistance is highly likely due to stakeholders having to shift 
from their entrenched position that they currently occupy to a completely new and 
uncomfortable position, one shown by this research to be laden with anxiety, nervousness, 
and frustration (Atkinson, 2006; Fullan, 2010).   
To further illustrate the point, Teacher B, a veteran teacher of 15 years, related how 
her confidence and comfort with the old standards has now been undermined by the new 
changes, with the resulting uncertainty causing a lack of self-confidence within the process: 
“You are leaving something that you are comfortable with or that you feel confident in doing 
and [are] successful at. I think there is fear and just kind of anxiety of: What’s going to 
happen and what is it going to look like and will I be successful at it?” Teacher C, another 
15-year veteran teacher, also echoed the conclusions of Atkinson (2006) and Fullan (2010) 
by expressing her lack of confidence with her stated intention to go back to what made her 
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confident: the old standards. “With not knowing exactly what we were supposed to be 
teaching, I didn’t like that. I figured, well, I will just go back to what I know.” 
Ultimately, fear and anxiety to varying degrees appear to have undermined the 
personal confidence of most of the study participants, and as such has likely negatively 
impacted the change efforts underway at Lincoln Middle School. Fullan (2010) remarked, 
“Pfeffer and Sutton (2000) identify the problem as fear prevents acting on knowledge. They 
found that organizations that were weak on generating and using knowledge had an 
atmosphere of fear and distrust” (Fullan 2010).  
Theme Three: Motivational Factors to Potentially Mitigate Negative Affective 
Dimensions 
 The idea of the complexity of the issues facing professional educators and the 
affective dimensions they are experiencing was reinforced by the research completed for this 
study. When dealing with these highly complex dimensions, their causes, and their counter 
causes, each study participant exhibited these complexities within the boundaries of this 
study. As has been discovered from the emergent data, multiple areas of concern for the 
success of the change efforts underway at the study site have arisen.  
Conversely, the teachers themselves offered multiple suggestions and ideas that would 
likely mitigate the impact of those emerging negative affective dimensions identified by this 
study as present at Lincoln Middle School. These suggestions were: targeted professional 
development, inclusion in the change process, meaningful collaboration between teachers and 
administration, and materials. 
Of the 12 teachers, seven expressed a desire for targeted professional development. 
To clarify, one could argue that all professional development (PD) is targeted, and this 
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researcher would generally agree. However in context with this study and the specific desires 
expressed by the teachers, targeted PD in essence means very specific personalized 
professional development. The seven teachers expressed a desire for professional 
development to assist them in their utilization and preparation of the CCSS and SBA, the 
systemic changes underway at Lincoln Middle School. 
Almost all of the seven teachers who desired targeted PD requested specific help in 
the pedagogical aspect of teaching the CCSS. The importance of pedagogical training in 
regards to the CCSS is vital to the ultimate success of this systemic change. The pressure on 
teachers to know how to incorporate these new standards into their daily instruction is real 
and – in context with the affective dimensions being experienced currently by the study 
participants – quite relevant: 
Standards-based curriculum and assessment…place considerable pressure on pre-
service and in-service teacher educators to enable teachers to effectively incorporate 
the standards into instruction. The more recent content standards emphasize student 
depth of knowledge, higher order thinking, and adaptive application that places great 
demands on the kind of teaching skills that few teachers currently possess…and will 
require particular attention to the type of professional development needed for both 
pre-service and in-service teachers (Knight et al, 2013). 
In addition to pedagogical assistance from PD, teachers also expressed a desire for 
content specific targeted PD.  Teacher K expressed a desire to have targeted professional 
development in the area of writing within the framework of the new CCSS. This teacher 
seems to understand the daunting task associated with the required writing skills as 
prescribed within the CCSS: 
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Each year in their writing, students should demonstrate increasing sophistication in all 
aspects of language use, from vocabulary and syntax to the development and 
organization of ideas, and they should address increasingly demanding content and 
sources. Students advancing through the grades (6-12) are expected to meet each 
year’s grade-specific standards and retain or further develop skills and understandings 
mastered in preceding grades (ELA Standards, 2015). 
Another aspect of targeted PD as expressed by teachers was the desire for instruction 
in how to incorporate content areas other than ELA and math into the framework of the 
CCSS. Teacher I summed up this specific desire: “If you are a history teacher, if you are a PE 
teacher, if you’re a science teacher, you’ve been left out of this whole loop. You have not 
been brought into this situation at all. Pretty much, language arts and math have been doing 
all of the PD.” 
Of the 12 teachers, four expressed the desires to be included within the change 
process and to have meaningful collaboration with their colleagues and administrators. 
Teachers emphasized meaningful, as the perception from past experiences of these teachers 
was that collaboration and inclusion efforts were not very organized, superficial, that there 
was not genuine buy-in by the other teachers, and it often did not include administrators.  
Specifically, Teacher I expressed significant frustration from her belief that some of 
her colleagues were not buying into the changes and thereby “aren’t doing their jobs.” 
Additionally, she was upset at her administration’s apparent reluctance to address the issue: 
If I worked at a site where we were truly a team and everybody was willing to work 
together to make good things happen, I’d feel a lot better about it. I will be honest 
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with you: I want our bosses to do their God darn job! I want them to get people who 
aren’t doing their job-to teach the way they are supposed to teach, do it! 
The idea of meaningful inclusion and collaboration may sound quite simplistic to 
accomplish on the surface. One would think all that is required is to have willing participants 
and a leader to lead and it will happen. However, research has shown that the idea of 
collaboration – and for that matter teacher collegiality – is not an inherent trait within the 
education profession. Senge addressed this problem specifically:  
Teachers often espouse an ideal of collaboration but lack practical experience at truly 
creating a collaborative work environment. Of all professions, teaching is among the 
most individualistic. Whereas most people in business or architecture or law have an 
acute sense that their accomplishments are the result of a team effort (even though 
some individuals may have more visibility to a customer or a client), teachers 
typically operate in a highly fragmented world of their courses and their students. 
Working as teams does not come easily to teachers who have spent most of their lives 
in an educational system that emphasizes individual performance and competition, 
reinforced by a professional work environment that forces them to practice their craft 
alone much of the time (Senge, 2010). 
The final suggestion desired by three of the 12 study participants was simply to be 
provided with more materials. The materials desired ranged from CCSS-aligned textbooks to 
a reproduced CCSS-aligned curriculum. Teacher C desired a specific “guide,” essentially 
curriculum and textbooks: “I hate to say it, but a kind of checklist or guide, something so at 
least you know that you’re on the right track. Also, district level textbooks.” Teacher B 
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wished for a foundational curriculum: “At least have it available to us so that we could 
reference it and make sure that we aren`t missing anything.” 
It is important here to recall an important point from earlier in this study: Lincoln 
Middle School’s district leadership did institute early on in the introduction phase of the 
systemic changes an intensive PD intervention known as RCD.  Within this PD effort, district 
ELA and math teachers were tasked with creating their own CCSS-aligned curriculum. This 
initiative was targeted specifically to get core content teachers intimately familiarized with 
the new Common Core State Standards (CCSS) through participating directly in the creation 
of CCSS-aligned curricular units. Despite this administrative attempt at direction, many of 
the study participants expressed the perception that the PD effort at their site level was indeed 
not understood clearly and supported fully by their site administration. As a result, a 
percentage of teachers still desire ready-made curricular materials and textbooks from outside 
sources. 
Lastly, the researcher deems it important to briefly revisit the views of Teacher L 
within the context of the discussion of this theme. While it is important to note that the 
specific views expressed by Teacher L were outliers when compared to the remaining 
teachers’ views, they bear mentioning here.   
Teacher L was very adamant in expressing that it was his belief that he could offer no 
suggestions or ideas that would make him feel more confident and comfortable in his abilities 
in regards to these systemic changes. Teacher L stated from the outset he was suspicious of 
the origins of the CCSS (Bill Gates). He further qualified his position, stating that he believed 
from reading newspapers that the CCSS would be dropped in his state as other states were 
allegedly doing. In regards to the SBA, Teacher L simply articulated his disagreement with 
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high stakes testing in general. Teacher L summed up his opinions and intentions in regards to 
adapting to these systemic changes: “I am very confident in my teaching ability. So, as to 
what would make me more confident about my teaching ability, I don’t know if any set 
methodology is going to change that to get me to buy in to the idea behind the Common 
Core.” 
Summary 
The results of the analysis of data revealed three overarching themes. The first theme, 
affective dimensions at the nascency of change, revealed the teachers’ affective dimensions 
as experienced during the introduction of the systemic changes at Lincoln Middle School. 
Within these specific affective dimensions, three subthemes also emerged: the education 
pendulum, a perceived lack of clear direction by the teachers’ leaders, and very distinctive 
negative preconceived notions.  
The second overarching theme to emerge was the role of personal confidence in 
affective dimensions. Within this theme, the three most common affective dimensions 
experienced by the study participants during the introduction phase of change at Lincoln 
were revealed to be anxiety, frustration and disappointment. These three negative affective 
dimensions were clearly established, constituting the vast majority (71.6%) of all expressed 
affective dimensions throughout the entire study.  
The third theme discussed was the motivational factors to potentially mitigate 
negative affective dimensions as articulated by the study teachers themselves. The factors as 
expressed by the teachers in order of popularity were: targeted professional development, 
inclusion in the change process, materials, and meaningful collaboration between teachers 
and administration. 
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What is now quite apparent to this researcher is that the study participants are 
struggling with the systemic changes underway. The negative affective dimensions of 
anxiety, frustration and annoyance are pervasive amongst all of the teachers. The scholarly 
literature reviewed within the scope of this study is quite clear: If left unchecked, these 
negative affective dimensions could undermine and ultimately lead to the failure of the 
systemic changes underway at Lincoln Middle School. 
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Chapter 5: Conclusions and Recommendations 
      Introduction 
The purpose of this bounded case study was to (1) identify the significant affective 
dimensions being experienced by teachers tasked with the implementation and utilization of 
the Common Core State Standards (CCSS) and the Smarter Balanced Assessment (SBA), (2) 
explore the origins of and how negative affective dimensions and change resistance are 
impacting the change, and (3) identify possible actions or interventions that may help 
mitigate change resistance. 
In an attempt to understand these emerging affective dimensions and their resulting 
effect on the systemic change efforts underway at the study site, a bounded case study 
research method was chosen. Based on the literature reviewed, the ramifications of negative 
affective factors as discovered within the data of this study could potentially have wide-
ranging effects on the change underway at Lincoln Middle School. It is the researcher’s 
opinion that the environment created by the systemic changes underway at Lincoln have 
likely caused teachers to not feel supported or safe, as demonstrated by the compiled 
affective descriptor counts; such feelings are part of the affective dimensions of change that 
could potentially undermine a change initiative. Those effects may in fact result in the 
success or failure of the ongoing change initiatives at Lincoln Middle School (Achinstein & 
Ogawa, 2006; Coggshall, 2004; Fullan, 2010; Hargreaves, 2005). 
Conclusions 
Three research questions guided this bounded case study of 12 teachers at Lincoln 
Middle School undergoing systemic changes of the CCSS and SBA through their 
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introduction, rollout and utilization phases. The conclusions by the researcher will attempt to 
answer those questions. 
Research Question One: What Specific Affective Dimensions are Being Experienced by 
Teachers Tasked with Implementing the Adoption of the CCSS and the SBA at Lincoln 
Middle School? 
Eight distinctive affective descriptors were identified within the data of this study. 
One thousand total counts (1,000) of these eight descriptors were identified upon the 
conclusion of the manual open and emotion coding process from the transcriptions of the 12 
semi-structured interviews. The eight identified descriptors experienced by the study 
participants at Lincoln Middle School were: anxiety (nervousness, and fear) at 34.2% (342 
counts), annoyance (frustration) at 25.4% (254), disappointment (dejection, deflated) at 12% 
(120), apathy (content, satisfied) at 8.1% (81), enthusiastic (positive, exuberant) at 6.9% (69), 
stubbornness (defiant, resistant) at 6.3% (63), anger (irritated, agitated) at 4.3% (43) and 
desirousness (hope) at 2.8% (28). 
As mentioned earlier in this study, anxiety, frustration, and disappointment and their 
respective secondary descriptors comprised the vast majority of affective dimensions 
expressed by the teachers, encompassing 71.6% of the 1,000 total affective descriptors 
revealed from the coding process. 
Research Question Two: What are the Challenges Teachers Experience when Tasked 
with Implementing Changes in Curriculum and Assessment? 
Clearly the study participants face multiple challenges while trying to implement the 
systemic changes they are undergoing at Lincoln Middle School. As this study has revealed, 
two of these specific challenges – personal belief in the education pendulum phenomena and, 
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even more significant, their own negative preconceived notions – have created significant 
challenges to the potential success of the systemic changes underway at Lincoln. These 
specific challenges emanate from within each individual teacher. These internal challenges 
then create an atmosphere in which emergent negative affective dimensions can thrive. As 
this study has shown this atmosphere can lead directly to an undermining of each teacher`s 
own personal confidence level and creates a climate of mistrust of their colleagues and 
administrators. While it is acknowledged that they also face external challenges, the teachers’ 
own perceptions of the changes they are undergoing significantly impact their ability to shape 
their responses to the current changes. Their own prior experiences with educational change 
have thus far molded their feelings and emotions, and ultimately significantly influence how 
they are approaching the changes currently underway. 
Challenge one: Beliefs in the education pendulum. As discussed prior in this study, 
most (10 of 12) of the teachers had a negative perception of the education pendulum. To 
clarify, the education pendulum is the perception that these teachers had undergone various 
changes prior in their educational careers only to see those changes abandoned at some point, 
then becoming exposed to “new” changes they believe these resemble many of the same 
former changes that were abandoned in the past. The challenge for these teachers is to 
overcome their beliefs that the current changes underway will at some point be abandoned. 
This belief inhibits their ability to fully embrace the new changes, as they are internally 
struggling with the belief that these too will likely disappear. 
Challenge two: Negative preconceived notions. All 12 study participants had some 
form of negative preconceived notions of change coming into the current changes. Ten of the 
12 teachers expressed that they personally had negative experiences in regards to prior 
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educational changes; all 12 teachers knew of colleagues that had similar negative 
experiences. These past experiences elicited the emergence of negative affective dimensions 
right from the nascency of the systemic changes. The challenge of overcoming these notions 
will be daunting as most of the teachers appear to have experienced valid negative 
associations with past change initiatives that were the origins of these negative notions. To 
clarify, teachers who have in the past endured failed initiatives, poor change leaders, a 
perception of worthless PD and, in the case of this study, negative views of changes imparted 
by their professors will be hard pressed to overcome the challenge of negative preconceived 
notions.  
Research Question Three: What Actions or Interventions could be Implemented to 
Counter the Likelihood that these Affective Dimensions may Manifest or have 
Manifested into Change Resistance? 
This question in part was answered by the study participants themselves. As 
mentioned earlier, the teachers were asked specifically during their semi-structured 
interviews the following question:  
What would make you feel more confident and comfortable in your abilities to accept 
and thrive as a professional educator when faced with systemic changes such as the 
Common Core and Smarter Balanced Assessment?  
All study participants (except for Teacher L) offered suggestions and ideas that they 
felt would best help them personally and possibly assist their colleagues build more 
confidence, more readily accept, and flourish within the systemic changes they are 
undergoing at Lincoln Middle School. These suggestions were: targeted professional 
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development, inclusion in the change process, meaningful collaboration between teachers and 
administration, and materials. 
Recommendations 
Based on the findings, results and conclusions of this study, the researcher offers 
several recommendations to assist the teachers and administration of Lincoln Middle School 
overcome the effects of negative affective dimensions and change resistance. These 
recommendation are based on, first, the researcher’s own assessment of the current conditions 
within the ongoing systemic change process at Lincoln Middle School. Second, the researcher 
believes that the research of Bruckman, Yilmaz, and others in regards to overcoming change 
resistance is specifically applicable and relevant to combating the existing problems at 
Lincoln.  
To clarify, Bruckman discussed a meta-analysis where over 300 different 
organizations were examined and interventions emerged from the research that had success in 
mitigating the effects of change resistance (Bruckman, 2008; Davidson, 2002; Dent, 1999; 
Giangreco, 2000; Yılmaz, 2013). Out of this study, 12 interventions and/or actions were 
identified that showed positive effects in alleviating and countering the negative affective 
dimensions of change and outright change resistance. These were:  
• Work with the group 
• Confront the fear of change 
• Consider the group's perspective 
• Build trust 
• Avoid manipulating the workgroup 
• Be willing to compromise 
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• Allow group ownership 
• Actions vs. words 
• Reward new behaviors early 
• Financial rewards rarely reinforce behavioral change 
• Manage the myths and realities 
It is the researcher’s belief that the study participants and their administrative leaders would be 
well served in initiating these interventions. 
Recommendations for Further Research 
This researcher believes that multiple opportunities for future research have emerged 
from this study. Literally tens of thousands of public schools – and thusly, hundreds of 
thousands of teachers and administrators – are undergoing the same systemic changes as 
those at Lincoln Middle School. As this study was conducted as a “back yard study,” there 
are certainly ample opportunities to expand the scope to look deeper and more expansively to 
include much larger samples. 
As was mentioned prior, the researcher believes a significant opportunity for future 
research emerged from the expressed experiences by the two newest teachers at Lincoln 
Middle School. These teachers expressed that they were both influenced negatively in regards 
to the impending systemic changes of the CCSS and SBA by their higher education 
professors within their respective teacher preparation programs.    
Professors imparting their negative perceptions of change on teachers in training 
could have a highly influential negative impact on these new teachers entering the profession. 
As such, these professors may knowingly or unknowingly be contributing to the potential 
failure of systemic change efforts in education. This researcher believes that the probability 
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that professors employed in teacher preparation programs implanting negative preconceived 
notions of educational change into their students is a topic worthy of future research. 
          Summary 
The potential solutions and recommendations in this chapter were discovered through 
the research process. The data collected and analyzed emanated from semi-structured 
interviews, field note observations, and collected artifacts. The study site of Lincoln Middle 
School and its teachers are in the midst of an era of seminal change in public education. The 
teachers’ lived experiences within the ongoing process of these changes and how successful 
they are in adapting and thriving professionally has real consequences, not only for the 
teachers themselves but for the students under their tutelage. The latter fact, when considered 
within this study and its results as a whole, is quite sobering and cause for serious reflection 
by all stakeholders at Lincoln. 
The recommendations contained within this chapter offer genuine opportunities to 
overcome the negative affective dimensions and change resistance that exists to varying 
degrees amongst all of the teachers at Lincoln Middle School who participated in the study.  
As mentioned prior, the forging of viable partnerships between teachers and administrators 
must occur. Past experiences must be acknowledged and addressed, and both parties must 
work toward a new set of priorities and values. There also must be an acknowledgment, as 
the findings in this study have shown, that fear of change is real amongst many, and 
educators must build trust and confidence amongst themselves to address that fear. Teachers 
and administrators undergoing change must lead by example; the literature indicates that 
actions are much more effective than words alone. The researcher believes that ultimately 
each individual undergoing systemic change must first find the inner strength and will to 
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overcome their own feelings and emotions of change. Lincoln Middle School’s Teacher F 
perfectly summed up this point: “It has to come from within. Yes, I think so. That’s probably 
not the answer everyone wants to hear because they want something handed to them. It’s 
from within. I think there are no quick and easy answers and I think that is what frustrates 
teachers the most: It takes time.” 
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Appendix A 
 
Locationist Theory of Brain-Affect Connection 
 
 
 
 
 
Lateral view. B: Sagital view at the midline. C: Ventral view. D: Coronal view. Brain 
regions hypothesized to be associated with emotion categories are depicted. Here we 
depict the most popular locationist hypotheses, although other locationist hypotheses of 
brain – emotion correspondence exist (e.g., Panksepp, J. 1998).Fear: amygdala (yellow); 
Disgust: insula (green); Anger: OFC (rust); Sadness: ACC (blue). A color version of this 
image can be viewed in the online version of this target article at http:/ / 
www.journals.cambridge.org/ bbs (Adapted from Lindquist, K.A., et al, 2012). 
  
 
 
 
 
 
 
 
Appendix B 
 
Psychological Constructionist Hypotheses of Brain – Emotion Correspondence 
 
 
 
 
 
 
A: Lateral view. B: Sagital view at the midline. C: Ventral view. D: Coronal view. Brain 
regions hypothesized to be associated with psychological operations are depicted. In 
some cases, we present only the key brain regions within networks that have been 
empirically linked to our hypothesized psychological operations. In instances where the 
whole brain network is not depicted, we point readers to relevant literature. Core Affect 
(pink): amygdala, insula, thalamus, hypothalamus, bed nucleus of the stria terminalis, 
basal forebrain..(Adapted from Lindquist, K.A., et al, 2012). 
  
 
Appendix C 
 
Lincoln Middle School Experience/Degree/Credentialing 2014 
 
Study 
Participant 
Years in 
Education 
Highest Educational 
Degree Earned 
Credential Certification 
A 11 BA Multiple Subject; CLAD 
B 15 BA Multiple Subject; CLAD 
C 15 BS Multiple Subject; CLAD 
D 2 BA Multiple Subject; CLAD 
E 5 BS Single Subject; AG; CLAD 
F 19 MA Multiple Subject; BCLAD 
G 16 BA Multiple Subject; BCLAD 
H 14 BA Single Subject; SS; CLAD 
I 19 MA Single Subject; SPED; CLAD 
J 17 BA Single Subject;SPED;CLAD 
K 17 BS Multiple Subject; CLAD 
L 18 BA Single Subject; SS; CLAD 
 
 
  
  
 
 
 
 
 
Appendix D 
 
Comparison of Fresno Unified School District and the Lincoln Middle School`s district, 
2012 
 
 
 
 
 
 
 
 
Total 
Number 
 
 
Number 
 
Number 
of 
 
 
Number 
 
 
Number 
 
Total 
District 
 
Total 
Number 
 
 
Student- 
 
of of High Middle Elementary Alternative Student of Teacher 
Schools Schools Schools Schools Schools Enrollment Teachers Pupil Ratio City Pop. 
 
FUSD 
 
105 
 
12 
 
18 
 
62 
 
13 
 
74,235 
 
3,554 
 
22.3 
 
501,062 
 
Study 
Site 
School 
District 
 
 
5 
 
1 
 
1 
 
2 
 
1 
 
1,712 
 
77 
 
22.7 
 
5,611 
  
 
 
 
 
 
 
Appendix E 
 
Lincoln Middle School Student Demographics 2013 
Student Group Percent of Total Enrollment 
African American 0.4% 
American Indian or Alaska Native 0% 
Asian 0.4% 
Filipino 1.1% 
Hispanic or Latino 78.2% 
Native Hawaiian/Pacific Islander 0% 
White 19.9% 
Two or More Races 0% 
Socioeconomically Disadvantaged 81.9% 
English Language Learners 50.9% 
Students with Disabilities 6.3% 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
  
 
 
 
Appendix F 
 Field Note Collection Tool 
 
 
Observational Protocol—Researcher Field Notes 
Descriptive Notes Reflective Notes 
  
  
  
  
  
  
  
  
 
 
  
  
 
 
 
Appendix G 
Lincoln Middle School: Teachers by Race/Ethnicity, 2011-2012 
 
Race Ethnicity # Teachers at Study Site Percent of Total School Percent of Total District 
American Indian or 
Alaska Native 
0 0% 0% 
Asian 0 0% 0% 
Native Hawaiian or 
Pacific Islander 
0 0% 1.25% 
Filipino 0 0% 0% 
Hispanic or Latino 0 0% 11.75% 
African American 0 0% 0.75% 
White 15 88.2% 85.00% 
Two or More Races 2 11.8% 1.25% 
Total 17 100% 100% 
Source: California Department of Education, Educational Demographics Office (CBEDS, 11 
1/11/13). 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
  
 
 
 
Appendix H 
Affective Dimension Counts 
 
 Affective Dimension 
Descriptors 
Systemic Change Periods At Lincoln Middle 
School 
Emotion 
Code #`s 
*Primary 
Affective 
Dimensions 
Descriptors 
*Secondary 
Affective 
Dimensions 
Descriptors 
Introduction 
of  Period 
Affective 
Dimension 
Counts 
Roll Out 
& 
Utilization 
Period 
Affective 
Dimension 
Counts 
Total 
Affective 
Dimension 
Counts 
Percent of 
Overall 
Affective 
Dimensions 
Counted 
1 Disappointment Deflated, 
Dejected 
46 74 120 12% 
2 Apathetic Content, 
Apathetic 
37 44 81 8.1% 
3 Stubbornness Resistant, 
Defiant 
27 36 63 6.3% 
4 Anxiety Nervous, 
Fear 
99 243 342 34.2% 
5 Anger Irritated, 
Agitated 
11 32 43 4.3% 
6 Enthusiastic Positive, 
Exuberant 
31 38 69 6.9% 
7 Frustration Annoyance 73 181 254 25.4% 
8 Desirousness Hopeful 2 26 28 2.8% 
Total Counted Affective Dimension 
Descriptors 
 326           +          674 =1000 100% 
* Sourced from the University of Geneva`s Emotion Research Group (Scherer, 1988). 
 
 
 
 
 
 
 
 
  
 
 
 
Appendix I 
Study Teacher Suggestions to Build Confidence and Ease Acceptance of Change 
 
Study Teacher Inclusion in 
Change Process 
Meaningful 
Collaboration 
Between 
Teachers and 
Admin 
Targeted 
Professional 
Development 
Materials 
A X    
B X  X X: Curriculum 
Guide 
C    X: Canned 
curriculum and 
aligned 
textbooks 
D   X:Practical use 
of technology in 
the classroom 
 
E   X: Pedagogy 
and curriculum 
in the classroom 
 
F   X: Not specified X: Curriculum 
G  X   
H   X: Majority of 
PD for new 
teachers only. 
Some classroom 
specific practical 
PD for veteran 
teachers 
 
I X X   
J   X: Targeted 
content specific 
(SPED) 
 
K   X: Targeted 
content specific 
(writing) 
 
L Stated unequivocally that nothing would ease acceptance of changes 
 
 
 
  
 
Appendix J 
 
The Feelings and Emotions of Change:  A Study of the Affective Dimensions of Change in a 
Public Middle School 
John Peter Petrone 
Interview Questions: 
• How many years have you been in education, and in what capacity? 
• Since you began your career as an educational professional, what have been your overall 
feelings and emotions associated with changes in education, whether they be systemic in nature 
like those initiated under NCLB or other changes initiated at the county or district level? 
• When you first began hearing of the movement to the Common Core, what was your initial 
reaction to these new standards? 
• As more details began to be disseminated about the Common Core, and it became likely that 
California would indeed adopt these new standards, describe how you felt about the impending 
state adoption?  
• Now that we are in post adoption of the Common Core, and you are more knowledgeable about 
them, how do you feel about actually being mandated to utilize them professionally? 
• Are you more comfortable with where you are in knowing what is required of you in regards to 
the Common Core, and how it is utilized in your classroom?  Why or why not?  
• What was your reaction to first hearing that California would be replacing most of the California 
Standard`s Test, with the new Smarter Balanced Assessment? 
• As you began hearing more details about what the Smarter Balanced Assessment, how did you 
feel about the change from the CST? 
• When you were initially exposed to actual sample questions and performance tasks of the 
Smarter Balanced Assessment, how did this exposure make you feel? 
• Last spring was the first “dry run” of the entire Smarter Balanced Assessment (without scores 
being reported), what were your impressions and feelings of the assessment? 
• This coming spring the Smarter Balanced Assessment results based on the new Common Core 
Standards will become official, and be reported out publically, describe what you are feeling in 
that regard? 
• As a professional educator you are now fully immersed in these two systemic changes 
(Common Core and Smarter Balanced), have your feelings and emotions in regards to 
educational changes altered at all? Why or why Not? 
  
• What would make you feel more confident and comfortable in your abilities to accept, and 
thrive as a professional educator when faced with systemic changes such as the Common Core 
and Smarter Balanced Assessment? 
  
  
 Appendix K 
 
 
 
Consent to Take Part in a Research Study 
 
1. Title of research study: The Feelings and Emotions of Change:  A Study of the Affective 
Dimensions of Change in a Public Middle School  
2. Researcher: W. Ed Bureau, Ph.D.; Co Researcher: John Peter Petrone, Doctoral 
Candidate 
3. Why you are being invited to take part in a research study 
We invite you to take part in a research study because you were identified as a teacher at a 
public school undergoing systemic changes (Common Core; SBAC). 
4. What you should know about a research study 
• Someone will explain this research study to you. 
• Whether or not you take part is up to you. 
• You can choose not to take part. 
• You can agree to take part now and change your mind later. 
• If you decide to not be a part of this research no one will hold it against you. 
• Feel free to ask all the questions you want before you decide. 
5. Who can you talk to about this research study? 
If you have questions, concerns, or complaints, or think the research has hurt you, talk to the 
research team: W. Ed Bureau, Ph.D., Associate Clinical Professor, Drexel University 
Sacramento, 215-847-8183; John Peter Petrone, Doctorial Candidate, Drexel University 
Sacramento, 209-617-3540 
This research has been reviewed and approved by an Institutional Review Board (IRB). An IRB 
reviews research projects so that steps are taken to protect the rights and welfare of human 
subjects taking part in research.  You may talk to them at (215) 255-7857 or email 
HRPP@drexel.edu for any of the following: 
• Your questions, concerns, or complaints are not being answered by the research team. 
• You cannot reach the research team. 
• You want to talk to someone besides the research team. 
• You have questions about your rights as a research subject. 
• You want to get information or provide input about this research. 
  
6. Why are we doing this research? 
A. The Elementary and Secondary Education Act (ESEA) reauthorization has been slow. 
Four entities within the United States have reacted by spearheading the development of the new 
Common Core State Standards, and new state summative assessments: The Council of Chief 
State School Officers, the National Governors Association, the Smarter Balanced Assessments 
Consortium (SBAC), and the Partnership for Assessment of Readiness of College and Careers 
Consortium (PARCC), assessments. The state of California committed to these changes in 2010 
and 2011 respectively.  
Change, specifically as it applies to schools, has been described as an affective-loaded process 
that has the potential to arouse feelings of insecurity, as well as nervousness, within the context 
of a school setting (Fullan, 2010). The affective dimensions of change are often evidenced in 
educators, who are directly or indirectly responsible for implementing changes (Evans, 1996).  
When or if these affective processes manifest in the form of resistance, serious ramifications 
can occur. Change resistance can disrupt, even completely stymie, the changes being 
implemented in the educational setting (Achinstein, & Ogawa, 2006; Bovey & Hede, 2001).  
Specifically, resistance can affect the morale and job performance of the teaching workforce, 
which in turn can negatively.  
7. How long will the research last? 
We expect that you will be in this research study for a short period of time. The actual 
interviews will require approximately one hour or less. It is expected that research study results 
will be published within four months of said interviews. 
8. How many people will be studied? 
We expect about 12 teachers at the study site will be in this research study. 
9. What happens if I say yes, I want to be in this research? 
The primary data gathering medium will be one-time semi structured interviews. The co-
investigator will sit down with you in a private location, and will ask you approximately 12 
questions that address the aforementioned problem to be studied. The interview, depending 
on the length of your answers will likely take less than an hour. The date and time of the 
interview will take place on an agreed upon place and time by the study participant and the 
co-investigator. Each study participant will be remunerated for their participation with a $25 
Amazon gift card. 
For transcription purposes all interviews shall be recorded via a digital recording device and 
a similar device as back-up in case of equipment failure. At no time in this study will your 
identity ever be revealed. You will be assigned an alphabetical pseudonym, for example 
“Teacher X”, and your true identity will be kept confidential at all times. 
At the conclusion of the research, and subsequent acceptance by Drexel University, a copy of 
the study results will be made available to all study participants. 
10. What are my responsibilities if I take part in this research? 
If you take part in this research, it is very important that you: Answer each question honestly, 
knowing in no way will your answers ever be used for anything but data gathering for this 
study. Additionally during the period that you and your colleagues who agree to participate in 
  
this study, do not share your interview experiences with each other until all 12 teachers have 
completed their interviews. 
11. What happens if I do not want to be in this research? 
You may decide not to take part in the research and it will not be held against you. 
12. What happens if I say yes, but I change my mind later? 
If you agree to take part in the research now and stop at any time, it will not be held against 
you. 
13. Is there any way being in this study could be bad for me? 
There are no known risks associated with this study. Your privacy will be strictly held 
confidential, and there are no legal, social, or economic risks associated with participating in 
this study.  
14. Do I have to pay for anything while I am on this study? 
There is no cost to you for participating in this study.   
16. What happens to the information we collect? 
The data gathered in this study will be utilized for this study only. As mentioned prior, study subjects shall 
be referred to with an alphabetical pseudonym, and their confidentiality will be strictly adhered to. 
However, the subject may choose to voluntarily disclose the protected information and this certificate 
does not prohibit that disclosure. Furthermore, the parties listed in the Confidentiality/Authorization 
section of this consent form may review our records under limited circumstances and this certificate does 
not prohibit such disclosure. 
18. What else do I need to know? 
 This research study is being done by the co-investigator, a doctoral candidate of Drexel 
University. As mentioned prior, if you agree to take part in this research study, we will pay you 
a $25 Amazon gift card for your time and effort. When the results of this study have been 
accepted by Drexel University, and upon successful defense of this study`s results, You will be 
notified by email by the co-investigator, and a copy of the results will be made available to all 
study participants.  
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